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ABSTRACT
Although mini-enterprise has been a popular example of schools/industry 
initiatives during the past decade, there has been little research to 
determine their influence on student attitudes, or their educational value. 
The present study was therefore an attempt to ascertain the knowledge 
gained, the skills acquired and the attitudes developed by students 
participating in a mini-enterprise.
The research was conducted in three stages. During the first, enquires were 
made to establish a general perception of what knowledge, skills and 
attitudes were thought to be developed by students participating in a 
mini-enterprise. Using the data obtained, a detailed questionnaire was 
constructed which was designed to elicit the views of students before and 
after their participation in a mini-enterprise. In the second stage of the 
research, the questionnaire was given to 424 students, (including a control 
group of approximately 10%, who were not involved in a mini-enterprise) 
from twenty schools, in both urban and rural areas.
The 'experimental' and control groups were statistically compared for 
significant differences. The student responses indicated few differences 
between those students who had participated in a mini-enterprise and those 
who had not, although it did indicate that students had a fair understanding 
of economic and industrial issues.
The third phase of the of the research followed up the questionnaire with a 
series of semi-structured interviews which were conducted with over 100 
students of different ages, from 10 schools, who had participated in a 
mini-enterprise. The data indicated that most students enjoyed the 
opportunity to manage their own learning, and that teachers noted a general 
improvement in student motivation during the mini-enterprise. Few students 
were able to relate their mini-enterprise activities to other subjects studied at 
school. However, their involvement did provide an opportunity for students 
to work on an equal basis with adults, and to develop a range of personal 
and social skills essential to the smooth operation of a commercial business.
INTRODUCTION
During the past decade and a half, various government departments, busi­
ness and education have begun to react to the growing concern about the per­
formance of the UK economy, compared with its EC partners and its other in­
ternational competitors. A number of possible causes for the poor perfor­
mance of business have been identified, one of which is the inability of the edu­
cation system to ‘prepare’ students in the primary and secondary phases of 
education for the world of work.
During this period, governments and industry have responded by introducing, 
and funding, a number of schools/industry initiatives which have focused spe­
cifically on encouraging students in statutory education to be more ‘enterpris­
ing’, and by fostering a better understanding of industry and commerce.
In the late 1970s the Royal Society of Arts Manufactures and Commerce 
(RSA) launched its ‘Education for Capability’ manifesto which highlighted the 
inbalance between education and training. It suggested that education con­
centrated too much on scholarship and not enough on developing practical 
skills and experiences which would have an application in industry.
"They (young people) acquire knowledge of particular subjects but are not equipped to 
use the knowledge in ways which are relevant to the world outside the educational sys- 
tem. This inbalance is harmful to individuals, to industry and to society." (Francis, 1991
p.28)
The government reacted in various ways, and Coffield (1990 pp.60-64) has 
identified twelve separate ‘Enterprise initiatives’ which have been introduced 
by government in an attempt to develop enterprise in young people. Several 
of these have been targeted at students in the primary and secondary phases 
of education. The Mini-Enterprise in Schools Project (MESP) focused on stu­
dents aged between 5-17, attempting to provide them with the opportunity of 
running their own company. Another, the Technical and Vocational Educa­
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tional Initiative (TVEI), was targeted specifically at students aged between 14 
and 18, although it undoubtedly had an influence on the curriculum of all stu­
dents in secondary schools. It was a direct attempt by government to redress 
the anti-industry sentiments thought to be present in the education system. 
(Gleeson 1987)
Two more initiatives attempted to influence teachers. One set the objective of 
involving 10% of teachers each year in an industrial placement to enable them 
to gain an appreciation of the needs of employers and the importance of links 
between schools and industry. The second, Enterprise Awareness in Teacher 
Education (EATE), was intended as a catalyst for the promotion of course and 
staff development, focusing initially on enterprise and economic and industrial 
awareness, within institutions of initial teacher education.
TVEI and MESP are not mutually exclusive. Both are attempts to influence the 
curriculum in schools. TVEI, introduced in 1983, was a significant attempt by 
the government to influence the secondary school curriculum, by encouraging 
schools to respond to the needs of industry. (McCulloch 1987) The initiative 
was funded and controlled directly by the government through the Manpower 
Services Commission (MSC). As part of the TVEI contract, schools were re­
quired to establish and deliver a number of specific objectives including, a mini­
mum period of work experience for their students.
MESP was established in 1986, during Industry Year, to promote school 
based businesses which reflected real-life referents and were not necessarily 
based on large or medium sized private limited companies. (Jamieson et al. 
1988a)
"The original aim of the project was deceptively simple, it was to try and make sure that 
every secondary school in England and Wales undertook a mini-enterprise." (Jamieson 
etal. 1988b)
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In doing so it was promoting TVEI aim number 4, which stressed the import­
ance of skills and knowledge which related to the real world. (Hitchcock 1988, 
P-3)
The project has a team of coordinators who provide materials and training for 
schools wishing to undertake a mini-enterprise. They are provided with writ­
ten materials, the offer of a grant provided by a national bank and training and 
support through a network of coordinators. By 1988, the project estimated 
that 70% of secondary schools were running a mini-enterprise company. The 
companies take many forms (which will be discussed in detail later), but are 
known generically as mini-enterprises.
A second aim of the project was to develop the concept of ‘Enterprise Educa­
tion’ in schools.
"Enterprise education targets whole educational institutions, their structures and pro­
cesses. It has at its centre the view that education is about creating an environment in 
which learners can find out more about themselves, and learn to become independent, 
creative and self-sustaining in the adult world." (Jamieson et at. 1988b)
MESP was one of many organisations investing a massive amount of time, 
money and energy in promoting ‘enterprise, such that Coffield suggests;
"... enterprise is not just the latest fashion in Conservative thinking; rather a whole new 
world of enterprise has been brought into being and its influence is spreading in so 
many directions simultaneously that few people are likely to escape whether they are 
children in primary school, students in university, unemployed miners or redundant ex­
ecutives. The intention is nothing less than to change the culture of education, training 
and employment." (Coffield 1990 p.64)
A number of TVEI projects have been evaluated (eg. Barnes et al. 1987) and 
MESP was evaluated in 1988.(Jamieson et al. 1988b) These evaluations point 
to the need to ensure students see the relevance of their work in school, to 
their activities outside school, and particularly to the demands they will face in 
the world of work.
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Projects and activities which simulate the world of work are an important fea­
ture of secondary education today and mini-enterprise is arguably the most in­
fluential. As Jamieson et al suggest:
"Of all the forms of work simulation examined ...it is mini-enterprises that have captured
the imagination of schools and have grown most quickly." (Jamieson et al. 1988a)
The aim of the present study therefore, is to investigate the effect participating 
in a mini-enterprise has on students.
The history of the so called, ‘demise’, of British industry would require a thesis 
in its own right. Therefore this study will begin by tracing the main features of 
the antecedents of recent concerns about British industry. It will review recent 
work on the ’new vocationalism’, and learning theories which have been in­
fluential in schools/industry work. Creating a more enterprising work force is a 
central objective in government policy and the concept of enterprise, and the 
models of enterprise used in education will be reviewed. Much has been 
made of the need for education to be more sensitive to the needs of industry.
It is however, not always clear what these needs are. The final section of the 
review of current literature examines some of the views expressed by promi­
nent organisations and individuals on this topic.
The research focuses on the experience of students participating in mini-enter- 
prise companies. A survey was conducted of industrialists, educationalists, 
and students who had an interest or experience of mini-enterprise to ascertain 
what knowledge, skills and attitudes they felt were promoted by such an activ­
ity in schools. This information was used to formulate a comprehensive ques­
tionnaire which related to the experiences of pupils participating in a mini-enter- 
prise. Then, using the questionnaire, data was analysed which had been col­
lected from 350 students, before and after their mini-enterprise experience.
The questionnaire was also given to a control group of approximately 100 stu-
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dents who were not involved in a mini-enterprise activity. Following this ana­
lysis, a series of semi-structured interviews were conducted with 100 students 
to provide an accurate picture of the nature of the mini-enterprise experience 
and the effect it has on students’ knowledge of business, their work related 
skills, and their attitudes towards business and the world of work generally.
The final sections of this report relate the findings of the research, to current 
developments in the schools/industry field, which have been designed to en­




The Historical Background to Concerns of British Industry about the In­
fluences on, and Development of, the Country’s Education System
"AII industrial societies are obliged to conduct their social, economic and political af­
fairs on the basis of the competencies provided by an educational process and all find 
it necessary to review their educational provision in the light of changing technological 
and economic pressures. Having said that, there are considerable variations in the de­
gree to which economic factors are allowed to determine the shape and content of the 
educational process - both between and within individual nation states." (Jamieson & Es- 
land 1989, p.6)
To trace the historical development of the relationship between education and 
industry in this country would require an in-depth study of social, potitical and 
economic factors during the past two centuries. Such a project is not the pur­
pose of this study, but an examination of certain key issues, particularly atti­
tudes towards the provision of education and the Conservative approach to 
entrepreneurial decisions, provides a useful backdrop to explain the present 
relationship between schools and industry.
The term ‘Industry’ is used in a variety of ways and its meaning has certainly 
changed during the past century. During the 19th century it was almost exclu­
sively used to describe manufacturing industries and some people still use the 
word in this rather specific context today. (Lightfoot & Jamieson 1982, p.9) As 
manufacturing industries began to decline towards the end of the 19th century 
and the so called, service industries of banking, insurance and shipping 
began to be more prominent, so the definition of the word grew to encompass 
the new activities. Today the term has broadened even further and references 
to the entertainment and leisure industries are now common. To overcome 
possible confusion, the word ‘business’ is often substituted, as in the case of 
‘Education/Business Partnerships’, to describe the broad range of industrial 
and commercial activities.
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Reference will frequently be made to Britain and, ‘this country’, throughout this 
study. It is acknowledged that the education system and certain develop­
ments in industry were, and still are, different in various parts of the UK. How­
ever Britain will be used, except where sources make it possible for specific lo­
cations to be identified.
During the period 1820 to 1880, industry in this country was thriving and gener­
ally so successful that Britain was often described as ‘the workshop of the 
world’. (Chambers 1961) However, there were those who had some con­
cerns about the performance of British industry compared to foreign competi­
tion. Pevsner, in his history of architecture and design, caught the mood in 
the country after the Great Exhibition of 1851, which was intended at the time 
to be a celebration of the dominance of British industry.
"The aesthetic quality of the products was abominable. Sensible visitors realised that, 
and soon discussions started in England and other countries as to the reasons for such 
an evident failure." (Pevsner 1960 p.41)
Nevertheless, British industries did take nearly all the prizes at the 1851 exhibi­
tion, but the fact did not go unnoticed, that other countries, including Prussia, 
France and the United States, who were only just beginning to industrialise, 
were doing so in a highly effective and professional manner.
The decline was not restricted to the aesthetic quality of the products, labour 
productivity, growth and domestic investment also compared unfavourably 
with USA and Germany. (More 1989) Complacency, the lack of investment 
capital and an ineffective education system, were identified as causes of the 
apparent decline and the inability of industry in this country to compete with 
the foreign competition. (Hobsbawm 1968) Education was pivotal however, 
for without it, the factory owners would have a limited vision of potential devel­
opments and this would in turn effect their ability to make wise investment de.c- 
sions. At another level, industrialisation required a more educated workforce
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to produce and operate the new machines. On both counts there were con­
cerns:
"This situation was attributed by almost all experts to the extent and efficiency of second­
ary and technical education in those countries which contrasted very markedly with the 
parlous state of English secondary schools. An immediate result was a tendency to 
take education seriously as a national investment and, in particular, the Science and Art 
Department was founded (1853) to encourage, through advice and financial assistance, 
technical education, with particular emphasis on design and craftsmanship(Wardle 
1970 p.30)
This pessimistic view fails to differentiate between the two levels of educational 
need, that of the owner/manager, and that of the worker. Sanderson (1983) 
suggested that, whilst literacy may have declined slightly in the period 1760 to 
1830, male literacy was still at approximately 60% of the population (slightly 
higher in lowland Scotland) and this compared favourably with France where 
the figure was 50% in the late 18th century. (More 1989) As Britain had been 
a pioneer in the industrial revolution, ‘on the job’ training was well established 
through apprenticeship or other informal means. This provided an inexpensive 
and effective means of providing workers with the skills and knowledge they 
required.
"British technical education has been heavily critised, both at the time and by historians, 
but these technical criticisms need to be put into perspective. Low level technical edu­
cation, complementing the existing system of apprenticeship, was probably as good as 
anywhere abroad." ( More 1989 p. 155)
However, whilst the informal system of training may have provided an effective 
workforce for the traditional industries such as cotton and textiles, it also 
seems to have engendered a resistance to utilise opportunities presented by 
new technology. British managers with a largely practical education, could 
not grasp some of the scientific problems presented by the emerging indus­
tries and additionally, many of the factory owners lacked the necessary techni­
cal and scientific education to fully understand the economic and social impli­
cations of new manufacturing techniques. Although not directlly related to for­
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mal education, the lack of formal management training and the lack of experi­
ence of mass-production techniques may have also added to Britain’s poor 
economic performance.
The perception at the time was that the economic situation could be improved- 
by the provision of an education system which would provide for a more num­
erate and literate workforce capable of operating the machines which were be­
coming increasingly part of the industrial scene. The Education Act of 1870 
was part of a movement towards compulsory schooling. W.E. Foster at­
tempted to address the problem by suggesting:
"There must be free education also for us, and that free education must not be confined 
to elementary schools. The illustration and example, so often quoted, of America would 
be quoted again, and we should be told that in the New England States education is 
free not only in elementary schools, but free also up to the very highest education of the 
State." (W.E. Foster 1870, cited in Maclure 1965 p. 102)
Prior to the 1870 Act, education provision was not consistant, the quality being 
dependant on location, individual schools and the attendance record of individ­
ual pupils. Foster wanted school boards to be established in areas where 
there were gaps in provision, but compulsory attendance was still to be sub­
ject to local bye-laws.
Unfortunately, the lack of scientific and managerial skills were perceived as 
part of a more pervasive problem, ‘an entrenched cultural syndrome which 
pervaded ‘educated opinion’. (Weiner 1981) This was embodied in a 19th 
century public school and Oxbridge distain for industry and commerce. Noel 
Annan expressed the sentiment as follows:
"One common assumption shared by most English men of letters in this century was 
that the career of moneymaking, industry, business, profits or efficiency is a despicable 
life in which no sane and enlightened person should be engaged." (Annan, cited in 
Weiner 1981)
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Weiner (1980) presents a picture of an upwardly-mobile middle class during 
the 1850 - 1900 period, trying to shed a ‘stigma’ of earned rather than in­
herited wealth. Many of the nouveau riche moved to large country residen­
ces where they were able to ensure a physical separation from their manufac­
turing plants and their cultural roots. Consequently, successful inventors and 
entrepreneurs tended to emulate the practices of the landed gentry and their 
younger sons would go into the Church or the armed services, but not into in­
dustry. (More 1989 p.78)
The Paris exhibition (1889) confirmed the continuing decline of British indus­
tries and the rapid progress of foreign competitors. The products from USA, 
France and Germany were perceived as superior in design and quality of 
manufacture, a fact which was largely attributed to the efficient use of ma­
chines and the workforce.
Numerous enquiries were conducted during the latter part of the 19th century 
to examine the state of English education thought to be a prime cause of the 
decline:
The Newcastle Report (1861) was established to enquire into the state of 
Popular Education in England and consider what measures, if any, were re­
quired to extend sound and cheap elementary education to all classes of 
people.
The Clarendon Report (1864) looked at the provision in Public Schools.
One of its conclusions was that, the classical languages and literature should 
continue to hold the principal place in the course of study, but advocated that 
every boy should be taught mathematics, one modern langauge and some 
natiral science.
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The Taunton Commission (1868), was set up as a direct result of the two 
previous commissions into public schools and elementary education.
The reports highlighted a number of perceived deficiencies in English educa­
tion when compared to our industrial competitors. These included the general 
availability, the quality of teaching, funding, the lack of government regulation 
and the restricted curriculum offered. Interestingly, several investigations, not­
ably the Taunton (1868), Samuelson (1882-4), Cross (1888) and Bryce 
(1895) commissions, looked to Prussia (which became Germany in 1870) for 
guidance, inspiration and reassurance, a course of action which was to be re­
peated in the 1980s. The Samuelson report was able to report:
"Great has been the progress of foreign countries, and keen as is their rivalry with us in 
many important branches, we have no hesitation in stating our conviction, which we be­
lieve to be shared by Continential manufacturers as a whole, our people still maintain 
their position at the head of the industrial world." (Samuelson Report Vol. 1 - cited in Ma- 
clure 1965 p. 122)
Although somewhat complacent, the report went on to warn that education in 
certain countries was superior.
"... first as regards the systematic instruction in drawing given to adult artisans... and 
secondly, as to the general diffusion of elementary education(Samuelson Report Vol.
1 - cited in Maclure 1965 p. 122)
At this point in the development of the educational system, there seemed to 
be an assuption, that the lack of an appropriate education system was one of 
the major causes of the country’s lack of competitiveness in world markets. 
Without doubt, comparisons between the educational system in this country 
and those developing in some other countries, clearly indicated certain short­
comings. What was not so clearly demonstrated however, was that the short­
coming in the education system were responsible for the failing in British indus­
try. The focus seemed to be wholely on those in the workforce rather than the 
government and those who owned and managed the companies.
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It was therefore, not surprising that the curriculum during this period reflected 
and maintained the status quo. In elementary schools, pupils were typically 
taught how to read and write and ‘the habits of cleanliness, subordination and 
order’. (Wardle 1970) By 1867 there had been little ‘curriculum development’ 
and the reason for this is well illustrated by Robert Lowe’s, (author of the Re­
vised Code of 1862), comments published in a pamphlet of that year:
"The lower classes ought to be educated to discharge the duties cast upon them. They 
should also be educated that they may appreciate and defer to a higher cultivation 
when they meet it, and the higher classes ought to be educated in a very different man­
ner in order that they may exhibit to the lower classes, that higher education to which, if 
it were shown to them they would bow down and defer." ( Lowe - cited in Wardle 1970 
p.25)
Towards the end of the century, the curriculum offered in some elementary 
schools began to broaden to include drawing, manual work (metalwork and 
woodwork), practical cookery and demonstrations, at least, of scientific experi­
ments. The emphasis however was still on the three ‘Rs’, and if economies 
were required, the additional and arguably more relevant subjects, were liable 
to be cut. Further more, the expanded curriculum was only possible in the 
larger board schools, as the smaller ones could not afford the expense of em­
ploying the specialists even if they were available.
Gradually the 1870 Education Act started to improve the standard of pupils’ 
work and the government was obliged to increase the six standards specified 
in the Revised Code to seven. (1880) The numbers of students staying 
longer at school rose leading to the creation of higher grade schools where 
there were some interesting experiments with a vocational type curriculum. 
(Wardle 1970)
During the period 1850-1900, the curriculum of the public schools attended by 
the offspring of landed gentry, and increasingly during the period, the indus­
trial middle class, remained virtually unchanged, with the Classics, Euclid and
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English Literature being the dominent components. Despite the growing con­
cern of successive educational commissions, science had great difficulty es­
tablishing itself. Some historians argue (More 1989) that public schools set 
out to indoctrinate the sons of the risen middle classes to ensure that they in­
culcated arisocratic values, one of which was not to be seen to be trying too 
hard, to be one of the leisured class. (Hobsbawm 1968 p. 183) This conservat­
ism and lack of enterprise compared with the industrial leaders in USA and 
Germany, combined with the lack of scientific and technical education oppor­
tunities for large sections of the population, certainly contributed to the indus­
trial decline towards the end of the 19th century. The landed gentry and the 
church, who valued the classical form of education, held the positions of 
power and could delay the development of popular education in the country. 
The adoption of the values of the landed gentry by the British industrialists dis­
tinguished them from the American industrialists who had developed a built in 
urge to maintain a constant rate of technical progress for its own sake. (Hobs­
bawm 1968 p. 183)
"Their influence (those people with inherited wealth) was such that they managed suc­
cessfully to insulate schools from direct association with the new industrial order." (Per­
kin - cited in Jamieson 1990)
Thus, the apparent inertia within the educational system was perhaps more to 
do with the prevailing mores of the ‘ruling class’ and their political repre­
sentatives, than it was to do with any recognition of educational or commercial 
needs.
Another reason suggested for the decline of manufacturing industry during the 
latter part of the 19th century (which still seems to be prevalent today) was the 
high cost and high risk, of investment required to exploit the newly emerging 
technology. The potential profits were high, typically around 15% on invest­
ment (in 1900) when compared with the return on Government stock which
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was approximately 3%. (More 1989) Given the stark choice there seemed little 
reason not to invest in industry. However, the situation was complicated by 
the practice in this country of investing in equities, which did not always pay 
out dividends which reflected the underlying assets of companies. The equity 
market was at this time relatively small and unreliable, which made investment 
in government stock and rail bonds a safer investment for a group which, was 
conservative by nature. Therefore, during a period when the USA and Ger­
many were investing heavily in manufacturing industry, there was a reluctance 
to modernise in this country. As Hobsbawm suggests:
"... to change from an old and obselescent pattern to a new one was both expensive 
and difficult. It was expensive because it involved the scrapping of old investments still 
capable of yielding good profits, and new investments of even greater initial cost; for as 
a general rule newer technology is more expensive technology(Hobsbawm 1968)
From 1870, the flow of capital into foreign investments exceeded the invest­
ment in this country and during the great boom (1911-13) twice as much was 
invested abroad as was invested at home. This was far from adequate for the 
modernisation necessary in British industries to prevent them running down. 
(Hobsbawm 1968 p. 192)
However, attempts were made to improve the quality of educational provision, 
and the Revised Code of 1862, linked schools funding to attendance and the 
pupils’ ability to reach certain standards in the three ‘Rs’. The results were 
generally considered a disaster, for whilst there was an improvement in the 
regularity of attendance and a marginal improvement in the teaching of the 
three ‘Rs’, the code had the effect of narrowing the curriculum offered.
(Wardle 1970)
The Revised Code, for all its many faults, did highlight the need for a more co­
ordinated approach to elementary education.
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"The revised code established value for money as the criterion for measuring the educa­
tional system, and it stood condemned under its own terms. It may well be that public 
opinion was prepared for a substantial measure of state intervention in 1870 ...by the 
demonstration of the complete inability of private enterprise to solve the problem." 
(Wardle 1970)
The notion of an education system being able to demonstrate ’value added’ 
seems to well established at this time, and once again the link between educa­
tion and the economic and industrial decline seems to have been made, when 
in fact there was limited evidence to support the relationship between one and 
the other.
The 1902 Education Act established Local Education Authorities (LEAs) and 
charged them to:
"... consider the needs of their area and take such steps as seems to them desirable, to 
supply or aid the supply of education other than elementary, and to promote the general 
coordination of all forms of education." (1902 Education Act - cited in Maclure 1965 
p. 149)
From this point on, the government took a more positive role in developing 
educational policy, something which had previously been left to individual 
school boards. The 1902 Education Act had a liberalising effect on the curricu­
lum in some schools, giving teachers a licence to experiment, although the en­
trenched tradition of the Revised Code prevented any rapid development.
In 1904, Robert Morant issued Regulations for Secondary Schools which es­
tablished the pattern of education which was to continue until after the Second 
World War. He had clear views about the nature and purpose of different 
types of school within the newly established system. He had no objection to 
pupils transferring from elementary schools to secondary schools as long as 
they adopted the mores of the middle class.
"He took the same view of transfer as the army took of commissioning a man from the 
ranks. That is to say that a working-class child who entered a grammar school was ex-
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pected to take on the ethos of the middle-class institution; he became, ex officio, a member of 
the middle class." (Wardle 1970p.73)
Therefore, whilst Morant supported the liberalising of the elementary school 
curriculum, he opposed the development of the higher grade schools which 
were taking the first steps in the development of a vocationally orientated cur­
riculum.
It could be argued, that he, like his predecessors, saw the workforce as being 
the main cause of Britains economic and industrial failing, rather than the 
owners or managers. The notion of a well trained and disciplined workforce, 
perhaps reflecting the situation in the armed services, might have been a use­
ful model for industrial development, had the leaders been blessed with a rele­
vant education and the vision to identify areas for product and personnel de­
velopment.
The first World War (1914-18) delayed further development of elementary 
schools as new building ceased, many existing school buildings were used 
as hospitals or barracks and teachers were called up for military service. 
Nevertheless, it did focus attention on the need for public services and gener­
ated a desire to ' create a land fit for heroes to live in’.
The Lewis Report (1916/17) was established to consider what steps were 
necessary to make provision for the education and instruction of children and 
young people after the war. It looked specifically at training for employment.
It identified the need for education beyond 14 and 15 and suggested that this 
should take the form of Continuation Classes.
"There are, of course, no substitutes for a sound early education, but such an education 
when it terminates at 14, or even 15, leaves the child with intellect and character still un­
informed at perhaps the most critical stage of his development.... Between 16 and 18 a 
greater amount of specialisation will probably be introduced... English teaching should 
now tend towards a deliberate stimulation of a sense of citizenship. For young persons 
engaged upon highly skilled work, however, technical subjects bearing upon that work
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will inevitably come to take a leading place in the curriculum, although even for them the civics 
and humanities must be by no means excluded." (The Lewis Report - cited in Maclure 1965)
There was in the report a recognition of the need for vocational training, but 
not without, civics and elements of the humanities.
The cost of the war was considerable both in human and financial terms and 
on two occasions, 1921 and 1931, education was subject to severe cut backs 
as part of national economies. Despite the financial restrictions, attempts at 
educational reform continued. In 1926, the Hadow Report considered the or­
ganisation of schools and the curriculum offered to pupils who remained at 
school up to the age of 15 in other than secondary schools. The report rec­
ommended that the minimum leaving age should be 15 for all pupils and that 
there should be secondary education for all children that followed on six years 
of primary education. It suggested therefore that there should be an alterna­
tive to the academic course provided by grammar schools where the curricu­
lum might have a ‘practical’ and ‘realistic’ basis. As a result of the report, by 
1934 half of all elementary school children over eleven years of age attended 
reorganised schools and by 1938 this figure has risen to two thirds. This reo- 
ganisation failed to break down the distinction between the elementary and 
secondary schools that Morant had introduced and the provision of different 
types of education suited to the needs of different social classes continued, ir­
respective of the needs of either the country as a whole, industry or the individ­
ual.
"The argument lay between those who thought of secondary schools as being quite dis­
tinct from the elementary schools and as essentially middle class institutions, and those 
who followed R. H. Tawney in arguing that elementary and secondary education should 
be 'end-on' stages in the same process." ( Wardle 1970 p.77)
During the period 1900 to 1938, the elementary schools became more effec­
tive. Many of the social problems caused by disease and malnutrition were 
being addressed, and severely handicapped children were taught in special
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schools. As the standard improved, so the schools became more attractive to 
middle class parents who had in the past sent their children to private schools. 
For them, this not only provided elementary education at low cost but also pro­
vided the opportunity of a scholarship to grammar schools with a sliding scale 
of charges.
Bn 1938 the Spens Report considered the organisation of secondary educa­
tion for pupils aged 11-16. The report recommended the establishment of a tri­
partite system providing separate grammar, technical and modern schools.
"It advocated the introduction of courses based on pupils’ vocational interests in the 
later stages of the school life, urged the adoption of a ‘tutorial system’ and the appoint­
ment of careers masters." (Maclure p. 193)
It also advocated parity of staffing and staff treatment, a radical proposition 
given the previous views on secondary education provision. Spens spelt out 
the malaise of the English educational system as follows:
"On a dispassionate retrospect of the history of post-primary education since 1900 we 
cannot but deplore the fact that the Board did little or nothing ...to foster the develop­
ment of secondary schools of quasi-vocational type designed to meet the needs of 
boys and girls who desired to enter industry and commerce at the age of 16.
The need of a highly industrialised society for post-primary schools of non-academic 
type with an orientation towards commerce or industry was shown by the development 
of the Junior Technical Schools from 1913 onwards.
The present difficulties in this field of secondary education have arisen largely out of the 
confusion which began about 1904 between a type of secondary education appropriate 
to the needs of boys and girls between the ages of 11 to 12 and of 16 to 17 and the tradi­
tional academic course orientated towards universities." (Spens Report 1938 pp.71-3)
In 1943 the Norwood Report restated the view that secondary education 
should provide schools to cater for pupils with different interests and apti­
tudes. The report suggested that some pupils were essentially practical, 
prefering to work with the concrete, developing skills required to become an 
engineer or craftsman. Other pupils prefered to work with ideas and they
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would need a curriculum which would, no doubt, prepare them for university 
and the professions.
In some ways, the Spens and Norwood reports marked a significant step for­
ward in educational thinking in that they identified a need for a broad educa­
tional experience for young people, with opportunities to move into specific 
types of education or training for young people with identifiable ability or com- 
petance in certain areas. However, they were perhaps somewhat misguided 
in that they separated practical activities from the development of ideas, when 
engineers, often considered to be the ’engines’ of industry, needed to develop 
both.
The need for vocational and technical education was being voiced in all major 
educational reports leading up to the Education Act of 1944. Unfortunately, 
the underlying faith in the superiority of the ‘public school’ type curriculum was 
not seriously challenged. This could be because most of the reports were pre­
pared by past students of public schools. There was no serious consideration 
given to the notion that all pupils should be entitled to some form of practical, 
or vocational education. Even if there was, it certainly did not translate into 
either legislation or practice. There was great faith in psychological tests to es­
tablish the best form of education for individual students and a system of flex­
ible transfer to accommodate those misplaced. Professional psycholgists ex­
pressed concern about the uncritical acceptance of using standardized mental 
tests on such a massive scale for educational selection. The transfer of stu­
dents once selected was minimal both because of the administrative inconveni­
ence and because of the different curriculum pursued in the different types of 
school. What was perhaps more serious with the value of hindsight, was the 
inflexibility of the thinking behind an elitist educational policy. This no doubt 
stemmed from the traditions of a public school education, which failed to re­
alise that many students could be both practically and intellectually capable
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as, fortunately, many of the Victorian inventors and businessmen demon­
strated.
During the eighty years prior to the second world war, the national educational 
system developed slowly to the point where primary and secondary education 
was available for ail. Throughout the period, private education continued pro­
viding largely a ‘classical’ education for the children of the upper, and latterly, 
the middle classes. State secondary education tended to emulate the curricu­
lum of the public schools, such as Eton, and thus two separate traditions were 
established. Stated simplistically, one catered for the needs of the working 
class children who would work in the factories and on farms. The other would 
provide an education suited to the needs of those who would become mana­
gers or join the professions. Unfortunately neither attempted to address the 
more specific needs of the ailing manufacturing industries in this country. 
Neither did they attempt to address the underlying mistrust of business as 
stated by Bryant:
'We may have become a nation of businessmen, but we are businessmen in spite of our­
selves. We do not like or respect a man merely because he wears black and grey 
trousering and sits at a desk all day. What we really like and admire about him is what 
he does when he gets away from his desk." (Bryant - quoted in Weiner 1981 p. 140)
Thus, despite an acknowledgement of the need to change our educational 
views by some, there still remained a complacency about the strength of Brit­
ish industry and powerful incentives for bright aspiring students to bias their 
education towards a classical notion of education and away from the scientific 
and technical education identified as being an appropriate preparation for the 
world of industry and commerce.
There was still little appreciation of the need for young people to develop a 
range of general competencies and a flexible attitude towards their work. In­
dustrial organisation still appeared to have been based on aspects of social
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class, with academic or cerebral activity being ascribed high status, with the 
more practical activities viewed as less important.
Whilst comparisons with foreign competitors were regularly made, the prob­
lems identified within British industry seemed to have been rationalised and 
change to educational practice, was minimal. There appeared to be a some­
what complacent attitude to the progress being made by foreign businesses, 
and a rather simplictic view that education alone, was the root cause of this 
country’s problems. What was lacking perhaps, was a recognition that at 
best, education could only tackle general competencies and help to promote 
certain social skills which would enable young people to repond more positiv­
ely when they were in the workplace. Inevitably, the technological and scien­
tific skills, however regularly updated within the school curriculum, would al­
ways lag behind the specific developments being used in industry.
After the Second World War, there was a massive development of secondary 
education and pupil numbers rose by 24% between 1950 and 1966. There 
were also developments in the organisational structure marked by the appear­
ance of the Comprehensive School which reflected an egalitarian, rather than 
an elitist approach to education in that students of all abilities transfered to the 
same school at the age of 11. There were also changes in the curriculum and 
examinations offered. (Tomlinson 1991)
The concern about the decline of the industrial performance of this country 
relative to the USA, Germany and France did not diminish and attention be­
came more directly focused on education as being one way of improving the 
situation.
In 1959 the Crowther Report was established to consider the education of- 
boys and girls aged 15-18. The report recommended that the school leaving 
age be raised, and that attempts be made to encourage more young people
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to remain at school until they were 17. It was against introducing a national 
exam below GCE ‘O’ level standard, but considered that this exam could be 
made available to a wider cohort of pupils.
In 1963 the Newsom Report recommended that:
" ...the school leaving age be raised to 16 for all pupils.
All schools should provide a choice of programme, including a range of courses broad­
ly related to occupational interests for pupils in the fourth and fifth years of a five year 
course, and should be equipped to do so.
The school programme in the final year ought to be deliberately outgoing - an initiation 
into the world of work and of leisure." (Newsom Report 1963 p.xvii)
It also recommended a break from the traditional view of an academic biased 
curriculum for the able and a practically biased one for other pupils, to a cur­
riculum which offered equal opportunities for all pupils, suggesting:
"... we are not indulging in the fallacy of supposing that there are two types of pupil, the 
able and ‘academic’, and the less able and ‘practical’; but we do strongly believe that 
many, though not all, of our average and less than average pupils may find through prac­
tical activities a sense of achievement which can energise the rest of their work." 
(Newsom Report 1963 p. 128)
The report entitled, Half Our Future, recognised some of the more general 
needs of industry which had, hitherto, been overlooked, specifically, the need 
for a highly motivated, highly skilled work force and the vital role education 
had in the process of preparing young people for the world of work.
During the post war period (1944) there was a rapid growth in world trade 
which in turn led to a measure of prosperity in Britain. Despite this, manufac­
turers in Britain were finding it increasingly difficult to export to traditional mar­
kets due to increase competition from Japan, the USA and Europe and manu­
facturing industry suffered declines in its world market share throughout the 
period 1955-1985. (More 1989) To make matters worse, the pound suffered a
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series of crises during the late 1940s until 1966-7, and in the 1970s, the oil ex­
porting nations, OPEC, precipitated a recession by raising the price of oil near­
ly 400% in a two year period. The continuing decline of British industry once 
again focused the attention of politicians on the relationship between educa­
tion and industry and how, it could be improved.
On October 18th 1976, James Callaghan made a speech at Ruskin College
The speech was not hostile to the education system, but it did outline a num­
ber of major concerns:
•  that educational standards were falling, or at least were not high 
enough
• that students leaving school at 16 lacked the basic education to under­
take the task(s) required of them
• that there was an anti-industrial spirit, particularly amongst the most 
able students
• that students were ill equiped technologically for life in a society domi­
nated by new technologies
•  that students were not developing those qualities that equip them for 
making a living (Pring 1987 pp. 35-36)
The issues were not new, but the location chosen to make the speech, en­
sured that it would be put before the country through the mass media, in a 
way which had not been possible before. Once again, it made the case for a 
more vocationally orientated curriculum which was related to the needs of in­
dustry, as well as to the needs of the individual.
The speech initiated debate about education, (often referred to as the ’Great 
Debate’) and a number of reports from various perspectives addressing the 
state of the relationship between industry and education, and two major is­
sues predominated all the findings:
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"... the main source of many of industry’s problems is the unfavourable attitudes held to­
wards it by large sections of the population. Two consequences are said to derive from 
this: too few of the ablest young people choose a career in industry, and the workforce 
itself is apathetic or uncooperative or even hostile. The second is that since a key prob­
lem is one of attitudes, then education must have an important role in correcting the dis­
tortion." (Jamieson & Lightfoot 1982)
The first issue identified was hardly a great surprise given the lack of status 
traditionally attributed to those working in industry. The second issue was a 
significant step forward, in that it identified one possible mechanism for ad­
dressing the root cause of this country’s on-going problem.
A number of initiatives were already under development prior to the Ruskin 
College speech. The Schools Council Industry Project had been under discus­
sion between the Council, the TUC and the CBI for some eighteen months. 
Several bodies including, Understanding British Industry(UBI), the Standing 
Conference on School Science and Technology (SCSST), Project Trident and 
a new section of the Industrial Society were established prior to Prime Minister 
Callaghan’s intervention, as the result of an underlying concern for the per­
ceived malaise of British Industry.
How the curriculum could be changed to address the points made during the 
‘Great Debate’ was not clear, as there was not even agreement between the 
employers as to what preparation pupils required before entering employ­
ment. Further more, there were those in education who, as Pring describes, 
wished to disconnect education from economic and industrial needs and who 
felt:
"... that education was of intrinsic worth and whose aims derived, not from an analysis of 
adult needs or work related skills, but from the academic traditions through which child­
ren could be put in touch with the ‘very best that had been thought and said’. " (Pring 
1987, p. 133)
Unfortunately, the ‘very best’ was not always accessible to students who failed 
to see the relevance of the work to their future, but the sirens of the traditional
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classical curriculum were a powerful disincentive for curriculum development. 
As Jamieson and Esland point out:
"A grammar school child educated in the late 1940s would have found the curriculum 
little changed in a comprehensive school 20 years later." (Jamieson & Esland 1989, p.8)
Even the exam boards, who saw themselves perhaps as guardians of tradi­
tional standards, were resistant to change. Although changes in examinations 
at 16 were made by the introduction of CSE in 1965, which aimed to provide 
and extend opportunities to pupils for whom the GCE examination was con­
sidered too difficult. The exam was always viewed with suspicion from its in­
ception until it was replaced by GCSE in the 1980s. Changes to the examin­
ations offered post 16, proved even more difficult, as ‘A’ levels were seen as 
the key to higher education and the examination boards and the universities 
seemed reluctant to introduce changes which might affect standards in any 
way.
The nature of the industrial base of the economy, in this country, post 1944 
had changed. Many unskilled jobs had been lost, craft based industries 
being replaced by technician based industries. The manufacturing industries 
were declining and being replaced by service industries such as banking and 
insurance. More important perhaps, was that the speed of change meant that 
the notion of a ‘job for life’ embodied in the apprenticeship schemes became 
an inappropriate model.
"Furthermore, there is overwhelming evidence to suggest that Britain does not have a 
highly skilled labour force that would be capable of supporting a high tech/high value 
added manufacturing industry. (Keep & Mayhew 1988, cited in Jamieson 1990 p. 17)
Students could expect several job changes in their working lives, periods of 
employment and, unemployment. (Handy 1984, cited in Crompton 1987 p.6) 
This set education the task of equipping students with a range of transferable
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work, social and life skills which would enable them to cope with transitions in 
their working life. (Jamieson 1990, p.29)
During the 1980s, some of the larger companies started to articulate more spe­
cific objectives for education.
"Some of the larger national organisations have supported a radical revision of the
school curriculum to embrace more experiential learning, a greater emphasis on econ­
omic literacy, and a more imaginative and relevant assessment system." (Marsden 
1983)
However, despite the growing support for the aims of the Schools/Industry 
movement, governmental interest seemed to be somewhat dependant on the 
state of the country’s economy. As Jamieson suggests:
"... in times of economic depression the schools-industry movement takes on a new 
lease of life and that the demands to make the content of education more congruent 
with the needs of business grow stronger." (Jamieson 1985 p.3)
He questioned whether the latest attempt to change education, to establish 
schools/industry links, would be any more successful than the previous at­
tempts detailed above. Certainly, the growth of a number of initiatives, such 
as the Schools Council Industry Project (SCIP) (1977 - present day) and 
Young Enterprise (1963 - present day), suggest that the present alliance will 
be more successful.
One reason for this might be the creation by the Local Education Authorities of 
School Industry Liaison Officers (SILOs) who have the task of bringing 
schools and industry closer together. As with most initiatives, the introduction 
of SILOs was slow but the Schools Council Industry Project’s decision to use 
them during the 1980s as agents of change in schools, helped to create a sup­
port network throughout the country. Financial backing for this educational 
development came, unusually, from the Department of Trade and Industry.
The SILOs role was to:
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"... act as a focal point for schools-industry work in a Local Education Authority. They 
are the major brokers and disseminators of innovation in the schools-industry move­
ment. They are a point of reference for industrialists and trade unionists who often find 
it initially quite difficult to deal with large numbers of local schools. The SILO also deals 
with the large number of educational projects and organisations in this field which have 
something to sell to schools." (Jamieson 1985 pp. 10-11)
From their initial concern with national projects, the SILOs started to establish 
local initiatives which included the use of Young Enterprise and mini-enterprise 
in schools, work experience and teacher placements in local industries, which 
will be described in detail later.
The success of the SILO network was largely due to its stress on local econ­
omic life, which made schools/industry projects more accessible to students 
and staff. It reinforced the importance of people, as agents of change, rather 
than books and other publications which tend to date quickly and consequent­
ly lose their credibility. Despite the development of the Schools/Industry inter­
face created by SILOs there was little progress by schools to create a curricu­
lum with an industrial dimension.
Frustrated by the slow progress of the Department of Education and 
Science’s (DES) move towards a more industrially orientated curriculum, the 
Conservative government of Mrs. Thatcher introduced the Technical and Voca­
tional Education Initiative (TVEI) in November 1982. David Young, the chair­
man of the Manpower Services Commission (MSC), stressed his determina­
tion to:
"... ensure that schools should provide a broad preparation for the world of work or 
more specific vocational courses, suggesting that if they failed to respond to the MSC’s 
lead he might ‘as a last resort’ use the powers available under 1973 Employment and 
Training Act to create technical schools run by the MSC itself." (Education 19 Nov. 1982 
reported in McCulloch 1987)
From an initial four year pilot involving 14 Local Education Authorities the 
scheme has now grown through an extension project, to involve most, if not
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all 14-18 secondary schools and colleges and has influenced the curriculum 
of 14 -18 year old students in state education, either directly by enhancing the 
provision of technology and information technology facilities, or indirectly 
through the development of different teaching styles and teaching students to 
‘learn howto learn’. (Harland 1987 p.45; Senker 1990, p. 128; Hitchcock 
1988, p.2)
At the beginning of the initiative, Lord Young placed great stress on the voca­
tional aspect, stressing the view expressed within the Conservative Party at 
the time, that something had to be done to try and reduce unemployment and 
improve the country’s economic performance.
"The TVEl’s political context gave it an emphasis on notions of nationalism, materialism, 
capitalism and enterprise consistent with the Conservative tradition but differing from 
the outlook of Bryce, Spens and Crowther. These reports had evoked what might be 
charactarized as a 'liberal' approach to technical education. Bryce asserted a broad ap­
proach to secondary education that would embrace both 'liberal culture’ and ‘practical 
art’. Spens recommended the further development of junior technical schools as ‘a 
type of secondary school providing a liberal education based on a more realistic and 
scientific curriculum than that of the grammar school'. Crowther’s ‘Alternative Road’ 
was marked not by ‘narrow vocational interest' but by a ‘broad scientific curios­
ity’. "(McCullock 1987 p.23)
There were a number of novel features of TVEI. Perhaps the most significant 
was that Local Education Authorities had to make a contractual commitment 
with the MSC, (rather than the Department of Education and Science), to 
meet the projects stated objectives. (Finegold & Soskice, 1988)
The contracts made between the MSC and the LEAs, were negotiated locally 
to reflect the needs of local industries and the educational resources available. 
As TVEI spread throughout the country it developed the concept of ‘entitle­
ment’, a form of contractual right to certain aspects of the curriculum, (notably 
science, technology, information technology (IT), equal opportunities,careers
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guidance and some form of work experience), something which was later to 
become a feature of the National Curriculum.
"... it is now often suggested that the aim of TVEI (E) as applied to 14-16 year olds is to 
provide a ‘technological dimension' in the delivery of the National Curriculum leading to 
GCSE" (Senker 1990 p. 126)
Like the Schools Council Industry Project (later renamed School Curriculum In­
dustry Project, and the School Curriculum Industry Partnership), TVEI empha­
sised educational processes, such as problem solving, in addition to certain 
aspects of curriculum content which related to industry and the world of work. 
During its earlier phase, there were many who saw it as vocational education 
for the less able and as such, considered it to be incompatible with the princi­
ples of comprehensive education. (Hargreaves, D., in Times Educational Sup­
plement, Nov. 2nd. 1984) Given the previous history of the Schools/Industry 
movement, there were some who considered the doubters’ concern to be mis­
placed. Many educationalists consider the initiative has provided a boost for 
science and technology in the secondary schools, and has focused attention 
on aspects of careers guidance in secondary schools. As Jamieson et al. re­
ported:
"This programme is gradually bringing about some of the most important curriculum 
changes for students between the ages of 14 - 18 since the 1944 Education Act." ...It 
should be seen as the most effective attempt in recent years to introduce a more voca­
tionally orientated curriculum to the upper years of secondary school, alongside a peda­
gogy that emphasises active learning techniques." (Jamieson, Miller & Watts 1988)
Without doubt TVEI has produced changes in the secondary school curricu­
lum, for example schools were required to provide technology, and to include 
work experience for all students during years 10 and 11. In return they re­
ceived additional funding which many schools used to improve their IT provi­
sion. In some cases subjects experienced enhanced status because they 
were offering courses which attracted able students. (Barnes et al. 1987)
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The initiative undoubtedly provided a fillip to aspects of the curriculum which 
prepared students for the world of work, but it was by no means an unquali­
fied success. In some schools there was a considerable amount of inertia 
both from teachers and senior management to the initiative. Other schools 
adapted the initiative to ‘fit in’ with their existing curriculum. The sheer size of 
the initiative together with various local adaptions led inevitably to a somewhat 
uneven implementation. (Barnes et al. 1987)
The speed with which the initiative was introduced often meant that teachers 
were ill prepared, particularly when they were required to adopt changes in 
teaching styles. There was, perhaps inevitably, a bitter resentment from those 
curriculum areas not included in the initiative, about the levels of resourcing 
being channelled into specific subject areas. (Barnes et al. 1987) There were 
also those who questioned whether the curriculum should be concerned with 
training for the labour market. Some LEAs refused to become involved, 
seeing TVEI as the government imposing its ‘doctrinaire’ policies. (Hitchcock 
1988, p. 14)
Some educationalists, particularly those within the Schools/Industry field, saw 
TVEI as the forerunner of the National Curriculum (Senker, 1990) where Care­
ers Education, Economic and Industrial Understanding and aspects of Infor­
mation Technology are all Cross-Curricular Themes and therefore a basic entit­
lement for all students. (National Curriculum Council-Curriculum Guidance 3 
1990)
"Pupils need education for economic and industrial understanding, to help them contrib­
ute to an industrialised and highly technological society. With the increasing competi­
tiveness, both in the European Community and worldwide, the nation’s prosperity de­
pends more than ever on the knowledge, understanding and skills of young people. To 
meet this challenge pupils need to understand enterprise and wealth creation and de­
velop entrepreneurial skills. (NCC 1990)
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In many counties, the Local Education Authority has joined with local busi­
nesses to create a new link in the form of an Education Business Partnership 
(EBP). The main aim for such organisations is to provide a local, coherent 
structure to harness the numerous links and initiatives from various parts of 
the schools/industry movement. (Foundation for Education Business Partner­
ships (FEBP), 1990) The EBPs provide opportunities for every school to 
benefit from the involvement of local industries in the work of the school, either 
by helping to plan curriculum materials, or by assisting a teacher in the class­
room. The FEBP provides a national structure to the EBPs and identifies 
areas of good practice for wider dissemination. (FEBP 1990)
In the past few years, the Government has also started to establish Training 
and Enterprise Councils (TECs - LEC in Scotland) throughout the country, an 
idea adapted from organisations in the USA including the ‘Private Industry 
Councils’ (PICs) and ‘Compact’ (A formal relationship between schools and 
local business relating to pupil performance and the provision of certain levels 
of work experience , job opportunities etc.) (Lawlor & McKay 1989, pp 132- 
144) . When fully operational the TECs’ remit will be:
"... way beyond coping with school leavers with few, if any qualifications. The plan is 
not only for TECs to manage existing programmes such as YTS, Employment Training, 
Business Growth Training, Small Firms Counselling, the Enterprise Allowance Scheme, 
Training Access Points and the Training of Trainers, and to be involved in the develop­
ment of TVEI and Work Related Further Education. TECs will be charged with assessing 
the economic and social needs of their locality, deciding on priorities and allocating re­
sources to stimulate local economic development." (Coffield 1990 p .70)
This chapter has charted the continuing debate between liberal and vocational 
claims on the secondary school curriculum. Stated simplistically, it is a conflict 
between those who saw a need for schools to respond to the ‘new realities’ of 
an industrialised society seeking to compete, not altogether successfully, with 
emerging industrial nations from around the world, and those who wished to 
continue with a form of liberal education which evaded the educational conse-
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quences of industrialisation by pursuing knowledge for its own sake. (Carr 
1993)
The above states the extremes, and it has to be said that many educationa­
lists, and possibly politicians too, feel that a working compromise position is 
possible. (Bridges 1992) Such a position would be one which helps to develop 
the skills and knowledge required for a techologically advanced workforce, 
whilst providing basic educational needs which would prepare the individual 
for democratic life. However, the position has been complicated by the prevail­
ing view that saw ‘practical’ or ‘vocational’ subjects as low status options com­
pare with the liberal or academic curriculum. Only In recent years has the gov­
ernment attempted to generate parity between the two extremes.
Throughout the period reviewed five complaints about the educational system 
seem to emerge.
•  That educational standards are falling (sometimes linked with a com­
parison of the position of rival industrial nations).
•  That teachers have jaundiced and negative attitudes towards industry
•  That students leaving full time education hold negative attitudes to­
wards industry
•  That education is biased in favour of academia and encourages the 
most talented students to remain within education rather than working 
for industry
•  That education simply is not producing student that are suited to the 
needs of industry
These complaints are largely dependant on the belief that education exists 
solely to produce recruits for industry, ignoring completely the view that stu­
dents need to inculcated into many aspects of human endeavour. The 
rhetoric is dependant on the social, political and economic conditions existing
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at the time, and the current concern with vocationalism perhaps illustrates this 
point.
However, given the continued interest and concern in the relationship between 
education and industry that has been traced through the last 100 years, 
schools will no doubt continue to utilise a variety of approaches to introduce 
students to the world of work. The following chapter attempts to address 
some of the complaints listed above, and considers some of the most com­
mon examples used in the secondary phase of education to introduce stu­
dents to the world of work, including work experience, and the focus of the 
present study, the mini-enterprise company.
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CHAPTER 2
The Schools-industry Movement and The New Vocationalism
Interest in vocationalism is not new, as the previous section illustrated, and 
during the mid 1970s and early 1980s many organisations outside the educa­
tional establishment were keen to make an input into the life of schools. Vari­
ous projects were established, sometimes set up as charitable trusts as in the 
case of Project Trident, (which organises a programme of community work 
and work experience for young people), and Young Enterprise (which helps 
young people set up and run their own companies - which will be described in 
detail later). These projects were financed by industry, trade unions and 
sometime by the government, (although usually through the DTI rather than 
the DES) and sometimes by groups of sponsors from several of these sec­
tors. The projects tended to have very specific objectives and to operate:
"... on the ‘Heineken’ principle of curriculum change, by attempting to reach the places 
that ordinary curriculum of schooling cannot penetrate." (Jamieson & Esland 1989, p. 11)
When these projects first appeared in the late 1970s, they were not coordi­
nated very well and their objectives often overlapped causing some confusion 
to schools attempting to use the resources being offered. (Varlaam 1984, p.7)
The activities of the Schools-industry movement together with the govern­
ment’s official responses such as TVEI, became part of what has become 
known as the ‘new vocationalism’:
"... the name given to the large number of initiatives that were launched in the 1970s in 
an attempt to give education, particularly 14-19 education, a vocational dimension." 
(Jamieson 1990, p.56)
SCIP, TVEI and TVEI (E) might well have been some of the most important of 
these initiatives, but there were others, such as the Lower Attaining Pupils Pro­
gramme (LAPP) introduced by the DES in 1982, which emphasised basic skills
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and an appreciation of technology, industry and commerce. The more busi­
ness orientated examining boards such as RSA , the City and Guilds of Lon­
don Institute (CGLI) and BTEC pioneered new vocational and pre-vocational 
qualifications. The best known of the pre-vocational qualifications was the Cer­
tificate of Pre-vocational Education (CPVE) which was a 17+ qualification.
As the financial climate in this country worsened, so there was more of a tend­
ency to look for areas of deficit within the educational system in an attempt to 
ensure that students were more adequately prepared prior to their entry into 
the world of work. (Watts 1983, p. 177; Fiddy 1986; Wellington 1987) The 
economic situation in this country was certainly not as healthy as that of our 
EC competitors, but no wide ranging analysis of possible causes for this de­
cline seems to have been conducted, instead attention focused on the inade­
quacies of the educational system which was seen as the root cause of the 
country’s problems.
As Britain was a member of the EC, comparisons were inevitably made with 
other member nations as well as trading rivals.
"The National Economic Development Office published ‘Competence and Competi­
tion’(N EDO, 1984), which presented a detailed examination of the education and train­
ing systems of Japan, West Germany and the U.S.A. The common thread to all of these 
developments is the importance of the vocational dimension to education. The New Vo­
cationalism is not the product of a special set of circumstances in Britain in the late 
1970’s and 1980’s - it is a phenomenon of nearly all the advanced industrial nations." 
(Jamieson 1990, p. 18)
Three basic criticisms were made of the general standard of education. The 
first asserted that the standard education in this country was lower than that of 
our competitors and industry had to embark on remedial measures in order to 
ensure a skilled workforce. Secondly, that the quantity of education was defi­
cient and that not enough young people were continuing their education post 
16 compared with other countries. Finally there were criticisms of the content
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of education, in that not enough education was relevant to the needs of the 
economy. (Spours & Young 1988; Stronach 1989; Jamieson 1990)
To address these criticisms the government launched the TVEI pilot described 
in the previous chapter.
The Government at the time had no way of forcing Local Education Auth­
orities, or the schools within their control, to adopt their TVEI policy. It there­
fore utilised, a new approach which has been termed ‘Categorical Funding’:
"Categorical funding is ... a strategy which can be used to facilitate a policy where the 
policy makers or their intending agency, under existing conditions, have neither the 
‘statutory right' nor the ‘means’ to implement the desired changes without the cooper­
ation of those who have both. They do however have the ‘resources’ and proceed 
to use the normal processes of contract to implement their policies." (Harland 1987, pp. 
39 - 40)
At a time when schools were short of resources, the idea of adopting a carrot 
rather than a stick, to encourage schools to develop their curriculum was al­
most certain to attract some support.
The ‘New Vocationalism’ has certainly been a controversial issue, not only 
within the educational system, but also with those who are concerned with the 
performance of the economic system. Many of the initiatives identified with 
the New Vocationalism, for example, LAPP, TVEI, TRIST (TVEI Related In-Ser­
vice Training) were initiated by the Conservative government and were there­
fore, inevitably perhaps, going to be critisised by politicians from the other par­
ties.
"... it is worth underlining... that TVEI did not start its life as a limited, clearly specified 
programme designed to use categorical funding to achieve precise aims. It began - 
and continued ...no less politically than any other educational reform." (Fulton 1987, 
p.215)
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Stronach has detailed the political dichotomy of the educational activities 
undertaken by the numerous initiatives:
"‘Left-vocationalists’, hope that they are in the business of emancipation, empowerment
and education ‘Right- vocationalists’, speak of a language of reality, enterprise and
employability." (Stronach 1989, p. 14)
Law referred to this process of political identification as the ‘Colour Coding’ of 
the curriculum suggesting:
"... education for ‘self-employment’, ‘enterprise’, ‘competitiveness’ and ‘mini-companies’ 
has - for some observers - an unmistakable bluish hue. While curriculum material con­
cerning ‘communes’, ‘ cooperatives’ and ‘dealing with DHSS’, seems - to others -to be 
decidedly pink." (Law, 1983)
He went on to suggest that some curricular activities associated with voluntary 
work, or perhaps preparation for adult life, in the form of leisure activities like 
arts, crafts and physical education, might be orange or perhaps green? It has 
also been suggested that students use vocationally orientated activities as a 
means of entry to the ‘black’ and ‘purple’ economies. (Rees 1988, p. 15)
What appeared to be clear, at least to the government of the time, was that 
the educational system and the activities of those who worked within it, was re­
sponsible for the country’s poor industrial performance, rather than any as­
pect of its own economic policy. To address the situation, a positive injection 
of ‘vocational education’ was needed.
However, there have been a number of educationalistswho have been critical 
of the content of the vocational programmes who suggest that as yet, nobody 
has demonstrated a connection between a specific form of curriculum and 
economic success. (Barker, 1987) Holt suggests that the responsibility for this 
country’s lack of economic success lies elsewhere. In the lack of economic 
planning by the government, the conservative approach of our banks to long
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term loans, the divisiveness of our society and the lack of regard for the arts 
which has led to the production of unattractively designed goods.
"... the easy answer of skills and vocationalism has diverted attention from the real de­
fects of our educational system. By establishing vocational courses alongside a tradi­
tional academic programme animated by a nineteenth centry model of specialist educa­
tion, it has sustained a divisive culture and at the same time propped up a defective, nar­
rowing curriculum which most other developed countries had begun to abandon by the 
early years of this century." (Holt 1987, p.2)
Varlaam (1984) suggested that changes in demographic trends in the UK from 
the mid 1950s to the mid 1960s, coupled with more women joining the labour 
market boosted the unemployment figures, (one of the measures used by pol- 
iticans to measure the economic state of the country).
Not only were there doubts about education being responsible for the 
country’s economic problems, there were also concerns about the approach 
being adopted to address the problem. Furthermore, returning to the histori­
cal development of British industry, one might question why there is a need for 
vocational education now, when the earlier developments were possible in the 
absence of a national education system.
"The suspicion must remain that, historically, the origins of industrial success lie well 
outside the educational system, on factors such as maritime access to imperial mar­
kets." (Golby 1987, p. 16)
The counter argument might cite the educational practices of our EC partners, 
notably Germany, France and the Netherlands and their highly developed vo­
cational curriculum. (Praise and Beadle, 1991) However, some of our competi­
tors seem to prefer schools to concentate on a sound general education leav­
ing the vocational aspects to be taught in the workplace when required. (Well­
ington 1987, p. 37, Corbett, Greenlees, 1993)
Critics also argue that if education is predominately focused on vocational is­
sues individual students will not learn about cultural and leisure activities.
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What will employees do with the ‘spoils’ of employment? After all, work is not 
everything, and a broad ’liberal’ curriculum, they argue, provides opportunities 
for diversity, creativity and the ability to cope with change in the future.
Perhaps one of the most damning criticism of vocational education is that it 
tends to be biased towards a ‘behaviourist, psychomotor conception of skill, 
devoid of any knowledge base or context. (Wellington 1987, p.39) This may 
be an extreme view, but there are certainly many educationalists who believe 
that the curriculm is too academic and that making it more practical will both 
improve student motivation and ensure that the curriculum relates to the 
needs of industry. (Jamieson, 1990 p.59)
There are several problems with the practicalization of the curriculum. To 
begin with it assumes that students find the problems of industry interesting 
and relevant. In fact, there is no proven connection between work related 
problems and student interest or motivation. Secondly, vocational ap­
proaches tend to emphasise certain modes of learning, said to be predomi­
nant in the industrial world. These are:
"... variously described as experiential, experience based, active, student centred, flex­
ible etc." (Jamieson 1990, p.59)
The latter point is perhaps less damning. For advocates of the traditional di- 
datic approach, could certainly not claim that it was a universally successful 
teaching style with all students. Perhaps therefore, the most favourable inter­
pretation that can be placed on vocational (and perhaps enterprise) activities, 
is that they use of a range of different approaches, some of which encourage 
a dialogue between student and teacher, which in turn will improve student in­
terest and motivation?
Vocationalists also claim to be addressing the criticism that education does 
not provide ‘quality students’ of school leaving age, by providing an alternative
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to a faulty liberal curriculum that had traditionally failed many students. (Well­
ington 1987, p. 15; Holt 1987, p. 70). Certainly in the initial phases of TVEI, 
schools did not have to provide a ‘TVEI curriculum for all students and 
schemes were generally aimed at the lower 40% of young people in our sec­
ondary schools. Indeed, David Young stated:
"... the scheme was not intended for pupils who were taking good ‘O ’ and ‘A ’ levels.
They are not going to join the scheme. My concern is for those who are bright and able
and haven’t been attracted by academic subjects." (Young - reported in Education
24.12.82)
Pring however, suggested that TVEI was a form of Trojan Horse’, which has 
forced educationalists to reconceptualise the processes through which we 
educate young people. (Pring 1985, pp. 14-17) Holt refutes this, arguing that 
the means of curriculum change does not justify the end and calls for some a 
priori reasoning about the nature of education and the good of man. (Holt 
1987, p.72) Despite this argument, the curriculum of most secondary schools 
during the past decade has been influenced by TVEI which seems to suggest 
that teachers perceive certain benefits. In any event, it has certainly been 
made available to a wider cohort than that described by David Young.
Despite the lack of a sound philosophical base, secondary schools have grad­
ually warmed to new vocational programmes as they have provided extra re­
sources and enabled them to facilitate a number of educational developments, 
such as work experience, improvements in technology and pupil profiles and 
records of achievement. Senker however, whilst acknowledging that schools 
were making good use of the resources that came through TVEI, argued that 
they could be better used if they were distributed on a more rational basis. 
(Senker 1990, p. 28)
Two issues continue to dominate recent debate about the new vocationalism:
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"The first asks what is the relationship between the education system,and particularly 
the new vocationalism,and economic performance. The second asks whether the new 
vocationalism can claim to be about education rather than training." (Jamieson 1990, 
p.25)
As we have seen, simple national economic comparisons have not been help­
ful, for whilst it is easy to show that some nations have been economically 
more successful than Britian, similar comparisons will also show that the same 
countries have different approaches to education, and indeed different ways 
of life, cultural values and national priorities. (Senker 1990 , pp. 124-125)
There are however three areas of concern which can be identified; that econ­
omic change is rapid, that there are rapid advances in new technologies and 
that international competition is fierce. What is less certain, is the nature of the 
British economy and how, if at all, the educational system can be organised to 
ensure students are prepared to face the rigours of the world of work in the fu­
ture. Few in the Department for Education (DFE) are blessed with accurate vi­
sionary power, able to forsee the needs of industry in the future. Even accur­
ate predictions could be made, by the time the educational system, not known 
for its flexibility, responded, a new set of objectives would have emerged.
Government assumptions seem to be that Britain will be engaged in the 
high value-added end of world markets, yet the signs are that by allowing leav­
ing strategic decisions to the market, it has infact encouraged involved in the 
mass production, low quality, low skill end of the world economy. (Cooper 
1991, pp. 5-6, Ashton, 1992))
"...the Japanees and German governments have encouraged employers to concentrate 
on the production of high value added products. Other governments, such as those of 
the UK and USA have opted to let the operation of the market place determin which pro­
duct markets companies in their countries operate in; a strategy which appears to be 
pushing them in the direction of low value added products." (Ashton, p. 12,1992)
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Whatever the truth of this debate, there is still some doubt that the path of the 
new vocationalism can produce students who have the requisite skills to enter 
such complex commercial or industrial systems. (Grubb 1987, Coffield 1990)
Questions have also been asked, by both industrialists and educationalists, 
about the attention paid by the new vocationalism to ‘core skills’, particularly 
those which are deemed ‘transferable’ across a range of occupations. (Cof­
field 1990 pp. 64-67)
The second area of concern centres around the educational value of the new 
vocational curriculum. Should schools be concerned with equipping students 
with the skills, knowledge and attitudes that a healthy economy requires? Or, 
should they be concerned with:
"... the cultivation of spiritual and moral values, with the nurturing of imagination and sen­
sibility, with the transmission and re-interpretation of culture," (Watts 1983 p.2)
Or should it try to accommodate both?
There are some who suspect that the concern with vocational aspects may be 
an attempt to undermine the comprehensive educational system with its goal 
of equality of opportunity for all students and return to some form of tripartite 
system of education.
"... TVEI would tend to segregate pupils and was therefore incompatible with the princi­
ples of comprehensive education." (Hargreaves 1984 cited in McCulloch 1987p. 31)
Others saw the new vocationalism as a positive step towards equal oppor­
tunities, particularly in respect of gender issues.
"... educational policy makers, particularly within the MSC, demonstrated that gender is­
sues were beginning to be perceived as pertinent to the government’s wider vocational 
project." (Weiner 1990, p. 25)
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The problem in following a strictly vocational route as was stated above, is that 
one needs to be able to identify economic needs decades in advance, both in 
terms of skills required and demand for suitably qualified labour.
"A vocational curriculum ill serves its pupils in precisely the respects that it claims to be 
strong. For it claims to prepare them for jobs in tomorrow's society by basing a curricu­
lum on the skills seen as necessary today, Yet the incontestable fact about tomorrow is 
that it will be different from today, and will present quite new problems." (Holt 1983, pp. 
84-86)
Holt’s case for the ‘liberal’ curriculum is that it provides students with personal 
and moral autonomy which will better equip them to solve the problems of the 
future.
The distinction between liberal and vocational education, however, has not 
been universally accepted. Spours and Young have argued for a curriculum 
‘Beyond Vocationalism’. This would include a broader form of vocationalism 
which would provide an additional dimension to the new forms of pedagogy.
"Instead of accepting the division between academic and vocational courses, we are 
proposing that teachers should draw on academic disciplines to interrogate the world 
of work" (Spours & Young 1988)
This view is supported by Stronach who suggests that the new pedagogy is 
not confined only to vocational preparation or pre-vocational education, but 
has a wide currency in branches of sociology, social work and counselling, 
and industrial management. (Stronach 1988 p. 16)
"... we have to see vocationalism as something that has to be understood in terms of its 
range of meanings rather than in terms of once-and-for-all definition." (Stronach 1988)
He cautions against a strictly vocational approach suggesting:
"... the debate threatens to melt down into the structures of schooling itself, as the pri­
vatisation of schools follows the vocationalising of the curriculum." (Stronach 1989 p.26)
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Certainly the monopoly of schools over education has been questioned and, 
through TVEI and more recently Training and Enterprise Councils (TECs) and 
Local Enterprise Companies in Scotland (LECs), some elements of vocational 
training such as, motor vehicle maintainance and leisure studies, undertaken 
by students following National Vocational Qualifications (NVQ) whilst still at 
school, have already been sub-contracted to industry, or training providers.
As the curriculum becomes more directly controlled by government it is hoped 
that the opportunities and modes of delivery will become more flexible.
"As the client group for education and training widens and therefore becomes less ho­
mogeneous, teaching and learning styles will be replaced with greater variety. (Jamie­
son 1990b, p.8)
It is certainly the government’s wish to place the responsibility for vocational 
training in the hands of business, to prevent intervention by local government 
or the local education authorities. (Cooper 1991, p.26)
To summarise, the new vocationalism, in particular TVEI and TVEI (E), set out 
to encourage secondary education in this country to focus on areas of the cur­
riculum thought to be of value to industry. The lack of consultation with LEAs 
and other interested parties caused a furore, particularly from those who es­
pouse a ‘liberal curriculum’. As we enter the 1990s and the era of a National 
Curriculum it is clear that the original design has lost something in its transla­
tion into schools. As Jamieson suggested, ‘the contract is largely a myth*. 
(Jamieson 1990,(ii) p. 132) As far back as 1986 one of TVEI’s assessors pre­
dicted that the initiative would fail. (Leach ,1986) In terms of the original objec­
tives, there is some evidence to support this view, but in the way it has 
sparked off a debate about how and what is taught in secondary schools, it 
can be argued that it has achieved a measure of success.
The vocational initiative has not lost momentum as TVEI (E) enters its final 
phase. The newly established TECs and SCOTVEC continue where TVEI left
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off. The introduction of Compacts (formal arrangements between students 
and employers), new forms of vocational accreditation NVQs and GNVQs and 
the provision of Training Credits (vouchers to enable school leavers to acquire 
training from their employer), have all contributed to a tighter bond between 
education and business.
Industry has also addressed the need for a rationale to underpin their support 
for the new vocationalism. The Royal Society for the encouragement of Arts, 
Manufactures and Commerce (RSA), supported by a host of industrial spon­
sors, has produced a study of post compulsory (16 + ) education and training 
aimed at stimulating the vocational debate and influencing government policy 
in this area. (RSA, 1992)
In secondary schools, the National Curriculum has encompassed some of the 
vocational issues, both in technology and in the cross-curriculum theme of 
Economic and Industrial Understanding. Indeed some educationalists have 
suggested:
"The National Curriculum itself can be seen as a form of Vocationalism. Though not re­
lated directly to particular jobs it does very much reflect the kind of response given by 
employers when asked their views about education." (Spours and Young, 1988, p.7)
Others feel that the vocational debate has moved into the post 16 arena where 
it is argued, tripartite education is re-emerging, with ‘A’ levels for students ai­
ming for higher management and the professions, TVEI and BTEC for stu­
dents aiming for a middle technician track and YTS being the new ‘modern’ 
sector. (Jamieson 1990 (iii), p.30)
Perhaps what has emerged is a form of compomise, with the essential ele­
ment of the ‘liberal education’ tradition in place within the National Curriculum, 
much as it has been in the past, but with the addition of an expectation of cer­
tain vocational elements woven in. Certainly ‘enterprise education’ has
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emerged as an important part of the ’new vocationalism’, and many people en­
gaged in this area see it as a ‘good thing’. They see the development of this 
aspect of the vocational curriculum as not only leading to wealth creation and 
new jobs, but also as a means of providing students with social skill useful to 
them as they enter the world of work. Unfortunately those involved in ’enter­
prise’ seldom have a clear idea of what enterprise is and what precisely invol­
vement in enterprise activities contributes either to the individual’s personal de­
velopment, or to the wealth creation process. Perhaps because of the lack of 
a clear definition of enterprise, (something which will be discussed later) a 
great deal of emphasis is placed on the value of practical work and academic 
study is somewhat undervalued. The following sections will therefore examine 
some of the predominant learning theories found in education and the con­
cept of ’enterprise’.
Learning Theories
Whilst at school, students’ activities have tended to be largely directed and 
closely supervised by their teachers. This tends to contrast to the situation 
they are likely to find in the world of work, certainly in the high tech/high va­
lued sectors which the Government favours.
Although the schools/industry movement has actively been promoting new 
teaching/learning styles in its attempts to influence the school curriculum and 
align it with the practices of industry, it has been critisised for failing to provide 
an explicit theory or model of learning. (Clough & Nixon 1989, p. 11) Certainly 
the implicit model used, views learning as something:
".. personal, dynamic and highly interactive. Individuals are seen as actively construc­
tive of meaning within variable social contexts, which themselves promote or permit an 
infinity of interactions." (Clough & Nixon 1989, p. 12)
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The essence of the change, is a move away from intentions and methods to 
learning processes and outcomes, from a didactic to an active or experiential 
approach. This shift reflects an approach of the learning theory being used 
and it is therefore important that the change is viewed in the context of the vari­
ous learning theories available.
The field of cognitive psychology is vast and has attracted the attention of psy­
chologists who have postulated many different kinds of theory to explain the 
nature of learning. These theories vary not just in terms of the basic model 
and language, but also in terms of the scale, scope, purpose and focus. The 
theories are particularly useful because they help people to view how they 
learn and construct their own ‘personal maps’. (Claxton 1984, p.8)
It has been suggested that there are four discernible traditions within which 
these theories can be categorised:
Cognitive Learning Theories - developed from the experimental work con­
ducted to establish the way in which people remember things. This tradition 
started with Ebbinhaus in the last century and remained popular in the late 
1960s when its ‘associative’ and ‘information processing’ models were ex­
panded to include more complex kinds of learning such as problem solving 
and the understanding of language.
Behavioural Learning Theories - began with attempts to predict the beha­
viour of animals in simple situations. Gradually the ‘conditioning’ models were 
applied to more general concerns such as, the development of physical skills 
and the role of reward and punishment in the learning process.
Social and Personality Learning Theories - started by considering individual 
difference between humans and how people make sense of their world. Dur­
ing the 1940s the focus changed and the work was expanded to consider how
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people’s attitudes were formulated and how they changed. More recent mod­
els have considered the role of society in the formation of personality and the 
nature of our sense of ‘self.
Humanist Learning Theories - This collection of theories also began in the 
1940 - 1950s and emanated from an attempt to explain how people’s feelings 
and their capacity to feel were changed by various forms of group, or one to 
one, counselling experience. The concerns expanded to consider ‘personal 
growth’ and the limits of human development and the importance of concepts 
such as love, vulnerability and acceptance. (Claxton 1984, pp.8-9)
Each group of theories became associated with different aspects of educa­
tion. The cognitive group became associated with the words logic, language, 
reasoning and knowledge. In this context, the role of the teacher was that of 
an instructor, a communicator of facts and arguments. (Claxton 1984, p.9)
Behaviourists were more concerned to define with great precision the beha­
viour desired in a given situation. Hence the need for behavioural objectives 
which specify precisely the stimulus, (or conditions) and the response (or beha­
viour and standards). (Boydell 1976, p.3-4)
Social and personality theories focused on people’s beliefs, opinions, attitudes 
and judgements about themselves and others.
"The teacher is often seen here as a model or example or ‘exuder’ of a certain personal 
style that is not directly taught but which may nonetheless be picked up by his students. 
Such theories fall between the two poles of pure reason and raw emotion, the latter 
being the the central preserve of the humanist theories." (Claxton 1984, p.9)
The growth of interest in various types of vocational activities has led, in recent 
years, to considerable interest in alternative teaching/learning models, specifi­
cally, those that focus on the learner rather than content where the role of the
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teacher is that of facilitator. That is, from a didactic approach to various forms 
of active and experiential learning. (Clough et al., 1989)
Experiential Education
The use of the term, ‘Experiential Education’ is not new. Before formal school­
ing it was the only form of additional learning possible besides the normal pro­
cess of socialisation, (Jamieson et al., 1988) and in one form or another it has 
been recognised for at least 2000 years. (Brandes & Ginnis,1986) Different 
phrases have been used however, to describe this approach:







‘Active Tutorial Work’ - Button,
‘Participatory Learning’ (Brandes & Ginnis,1986 p. 10)
During the late 1970s and early 1980s, there was a certain amount of ap­
prehension on the part of the teaching profession about adopting different 
teaching styles. Prior to this period, most teachers had been trained to use a 
didactic approach and the expectations from parents, governors and senior 
managers in schools tended to act as a deterrent to change:
"... there can be no doubt that for most of the time the prevailing orthodoxy is didacti­
cism. The tutor possesses certain knowledge or particular skills and the main business 
tends to concentrate upon the transmission of these to the students. (Dennison & Kirk, 
p.5 1990)
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Paradoxically, the use of a didactic approach has developed with increasing in­
dustrialisation, with two consequential problems. The approach has engen­
dered an underlying disdain for vocational education and work in the manufac­
turing industry and it has encouraged a move from the learning and teaching 
styles which are common in industry:
"... that is,teaching that stays close to real problems, and learning by trying things out." 
(Jamieson et al., 1988)
It is easy to see the attraction for teachers of a didactic approach. It is teacher 
centred, directive, corrective and predominantly concerned with the acquisi­
tion of knowledge in well defined subject areas. (Kirk, 1987) If one adopts the 
highly instumental ‘cognitive’ approach where the teacher teaches and the stu­
dent learns, then the focus is on the material to be transmitted, the skills to be 
learned and the various arrangements necessary to support the transfer.
(Kirk & Dennison, 1990):
"At worst a pedagogy emerges which tries to provide answers when the potential lear­
ners have not yet asked the questions." (Dennison & Kirk, 1990)
Whilst it is undoubtedly true, that students can learn from any teaching 
method, (Beswick, 1987) some argue, that the didactic approach is far too sim­
plistic and treats the student as some form of empty vessel which is waiting 
(and willing) to be filled. This school of thought, tending towards the humanist 
tradition, would prefer to put the emphasis on the student:
"I know I cannot teach anyone anything, I can only provide an environment in which he 
can learn." (Rogers 1965, p. 389 Client Centred Theropy)
The advocates of more active learning strategies, those in the humanist tradi­
tion, stress the importance of the learning ‘process’, rather than specified ‘out­
comes’; for them education is about ensuring that students can do, rather 
than simply ‘knowing’ something because they have learned facts in a rote 
fashion. (Henry 1989, p.28)
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Law has suggested a useful distinction between ‘Participative’, ‘Experiential’ 
and ‘Experience Based’ learning methods. (Law 1986, pp. 131-2) Participative 
methods involve the student being active and the teacher having a clear idea 
of the intended outcomes. Whilst such an approach is particularly advant­
ageous in encouraging students to participate in problem solving or specific 
skill acquisition, there is always an element of uncertainty as to the actual 
learning that has taken place.
The experiential approach invites students to become personally involved, 
either in response to the teachers’ invitation for a spontaneous reaction to a 
specific situation, or in a more pre-planned way during a constructed experi­
ence such as a specific role play situation. Law suggests that in such cases 
the curriculum is ‘what students say and do’, and is particularly appropriate to 
the vocational context when so often there is no right or wrong answer.
Experienced based learning requires a direct personal involvement with the se­
lected subject/object of study, as in the case of work experience in schools. 
Although many examples of experience based learning take place outside 
schools, students can benefit from the experiences of others, if an interactive 
encounter is possible. As in the case of adults participating (AOTs) in Young 
Enterprise groups, bringing their experiences of work to help students come 
to terms with simulated work related issues.
To many educationalists, experiential types of learning are messy because of 
the difficulty of specifying the desired outcomes. However despite its student 
centred approach:
"Experiential learning, if it is to be effective, must be both well organised and purposeful.
Because the intention is to assist students to construct their own learning cycle, which
only they can control, it does not follow that sessions should be devoid of structure.
(Dennison & Kirk 1990, p. 11)
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Indeed, lack of a clear purpose can encourage students to adopt inappropri­
ate models of work and bad practice as studies in an industrial context have in­
dicated. (Argyle 1972 p.228)
Weil and McGill suggest that experiential learning has a range of meanings, 
practices and ideologies and that people tend towards one of four clusters 
which they refer to as ‘villages’.
Village One - is concerned with assessing and accrediting learning from life 
and work experience as the basis for creating new routes into higher educa­
tion, employment and training opportunities, which are prerequisites for profes­
sional bodies.
Village Two - focuses on experiential learning as the basis for bringing about 
change in structures, purposes and curricula of post school education.
Village Three - emphasizes experiential learning as the basis for group con­
sciousness raising, community action and social change.
Village Four - is concerned with personal growth and development and experi­
ential learning approaches that have increased self-awareness and group ef­
fectiveness. (Weil & McGill, 1989)
Weil and McGill suggest that concentration on one ‘village’ alone will inhibit the 
realisation of learners’ ideas and values. By dialogue across the villages new 
perspectives can be considered and contradictions can be made clear.
Clough and Nixon have identified three clusters of discernible features associ­
ated with experiential education.
(i) Learning becomes the responsibility of the student and the student is actively in­
volved in the construction of meaning, in the act of ‘making relevant'.
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(77) Learning is situational; that is, learning does not take place in ‘the student’s head’, 
as it were, but rather in his or her interaction with specific phenomena in particular con­
texts.
(Hi) Learning is provisional most of what is ‘learned’ is subject to occasional if not fre­
quent revision in the light of changing circumstances. (Clough & Nixon 1989, pp. 12-13)
The experiential approach is far more difficult for the teacher to control, full of 
organisational complexity and uncertainty. In the didactic paradigm, the foci 
are predominately cognitive and the student memorises, understands applies 
and transfers some knowledge (and/or) skills. (Dennison & Kirk, 1990) Each 
step of this process is testable, although one may wish to question the relia­
bility and validity of such tests.
By comparison, the organisation of an experiential approach is far more 
problematic for the teacher and the student, because of the emphasis on the 
students being encouraged to generate their own cognitions, affects and cona­
tions. (Boydell 1976) However, Law suggests that it is possible to pre-design 
teaching and learning situations even though the outcomes cannot be pre­
dicted with any accuracy. For him, this is a reflection of the realities of life 
where quite often there are no right or wrong solutions. (Law 1986, pp. 131 - 2)
Given the uncertainty of experiential approaches, and the caution offered by 
Clough and Nixon (1989), teachers undoubtedly need a clear conceptual 
model. A number of experiential learning models have been suggested in re­
cent years but by far the most influential has been that of Kolb (1984). Kolb’s 
model has been heavily influenced by the work of Dewey, Piaget and Lewin.
Lewin’s model conceived learning as a four stage cycle, of ‘concrete experi­
ence’, ‘reflective observation’, abstract conceptualisation’ and ‘active ex­
perimentation’. (Jamieson et. al. 1988 p. 11) The essential features are the em­
phasis on the here and now concrete experience to validate and test concrete
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experiences and concept of feedback, which Lewin used to describe a social 
learning and problem solving process that generates valid information to as­
sess deviations from desired goals. (Kolb 1984, p.22)
Dewey’s work is particularly interesting in the context of the work of the 
Schools/Industry movement because after his extensive travel in other coun­
tries he was particularly keen to persuade education to adopt a model more in 
line with the pace of change within industry. (Jamieson et al. 1988, p.8) He 
suggested that children learnt through their interaction with the environment 
and developed their minds through this interactive behaviour.
His model was similar to that of Lewin, but he placed more emphasis on:
"... learning as a dialectic process integrating experience and concepts, observations 
and actions." (Kolb 1984, p.22)
He suggested that students’ experiences provided the motivation for action, 
but that some pause for thought and reflection was essential to enable them 
to make judgements on the action required to complete their tasks success­
fully. It is through the integration of these two opposing, but related pro­
cesses that students develop a mature sense of purpose, as opposed to con­
tinually blind, often instinctive impulses.
Piaget identified four major stages of cognitive development; the sensori­
motor period, the pre-conceptual stage, the concrete operational stage and 
the formal operational stage. He suggested that children pass systematically 
through the stages from one to another. Learning results from the mutual in­
teraction between the process of ‘accommodation’ of concepts or schemas to 
experience, and the process of ‘assimilation’ of events and experiences into 
existing concepts or schemas. (Beard 1969, pp.2-7) Learning was a balance 
between the two processes.
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"When accommodation processes dominate assimilation, we have imitation - the mould­
ing of oneself to the environmental contours or constraints. When assimilation predomi­
nates over accommodation, we have play - the imposition of one’s concept and images 
without regard to environmental realities. The process of cognitive growth from con­
crete to abstract and from active to reflective is based on this continual transaction be­
tween assimilation and accommodation, occurring in successive stages, each of which 
incorporates what has gone before into a new, higher level of cognitive functioning.
(Kolb 1984, p. 23)
Kolb integrated features of these models and suggested a four stage learning 
cycle; ‘Concrete Experience’ - which provides the basis for, ‘Observation and 
Reflection’ - which enables the ‘Formation of Abstract Concepts and Generali­
sation’ - which leads to a process of, Testing Implications in New Situations’ - 
which returns the learner to a ‘Concrete Experience’. (Kolb 1986, p. 101) He 
has also analysed how different learners adopt different learning styles placing 
different emphasis on each stage of the process. Thus convergent learning 
styles are dependant on abstract conceptualisation and active experimenta­
tion, whereas divergent styles emphasise concrete experience and reflec­
tive observation. (Kolb, 1986)
The important feature of the model is that it demonstrates the power of bring­
ing the learning stages close together so that they operate as an ongoing 
cycle. This contrasts with traditional learning situations, where the stages are 
often separated and students do not have a chance to test out abstract con­
cepts until they have left school and entered the world of work. (Jamieson et. 
al 1988, p.11)
Despite being highly influential, Kolb’s model is not without critics. Henry 
(1989) suggests that it was too general and overlapped with other theories of 
learning. This made it difficult for outsiders to register how experiential learn­
ing was different from any other kind. Furthermore, she suggests that the po­
sition has been exacerbated by proponents of experiential learning using differ­
ent keywords to summarise their understanding of Kolb’s cycle and experien­
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tial learning. (Henry 1989, p.26) She suggested that an approach that at­
tempted to relate various experiential learning approaches to these different 
stages would be more helpful than any precis of the model. Whilst there are 
examples of such approaches, (Gibbs 1987, Packham, Roberts & Bawden 
1989) ‘experiential’ practitioners tend to find simplistic models more helpful 
than worked examples which might not be in an appropriate context.
Recently, Kirk (1987) has outlined an example of a simple experiential learning 
cycle which was devised by the Development Training Advisory Group. Al­
though not dissimiliar to that of Kolb, it has the advantage of being more easily 
assimilated by the educational practitioner.
The model has four stages, Do - Review - Learn - Apply. He suggests that tea­
chers have a direct influence on students learning potential using the model, 
as they can provide a clear framework for Doing. They can help to motivate 
their students by persuasion and explanation, although they cannot specify 
what is actually done. At the review stage teachers can initiate discussion, 
challenge the more introverted students, offer insights about specific features 
of the experience and provide guidance to students who are either unable, or 
unwilling to review their experiences. He goes on to suggest that there 
are multifarious ways in which students can apply their learning: Either direct­
ly in future learning cycles or in completely different situations unrelated to the 
initial experience. (Kirk, 1990)
The teacher clearly has an important and distinctive role in the first two stages, 
but no matter how well organised these two stages are:
"... the processes of learning and application are internal to the individual student, and
well beyond the control of a tutor." (Kirk 1990, p.4)
Despite the powerful arguements made in favour of experiential learning meth­
ods, it has several problems for teachers following very tightly proscibed pro-
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grammes of study, such as the National Curriculum in the UK. Each student 
has a range of experiences, some of which will be unique, which makes it diffi­
cult for the teacher’s forward planning. Clearly, open ended tasks, such as 
mini-enterprise, provide a useful context for such learning and enable different 
students to share their expertise with others in their group. The question re­
mains, is such learning cost effective, could the experiences be learned more 
quickly in a more teacher controlled situation? If a comparison is made be­
tween our system of education and that of one of our major competirors, 
Japan, then this question must receive serious consideration. For there:
"Pupils learn facts to pass exams" an d" To get through the courses of study teachers 
are forced to adopt formal teaching methods and issue large amounts of homework, 
Chalk and talk lessons are still the norm with pupils sitting passively for long periods lis­
tening to their teachers." (Greenlees 1993)
The system is critised for not allowing students time to discuss issues or to 
think things out for themselves, yet it has allowed the vast majority of students 
to learn quickly and achieve impressive results. Once again, a compromise, a 
mixture of the two approaches seems the way forward but would this be at the 
expense of continuing ‘enterprise activities’?
The Concept of ‘Enterprise’
In its analysis of Britain’s industrial decline, the government identified the need 
to encourage ’enterprise’, as a way of improving the economy. (Joseph, 1986, 
cited in Crompton 1987) During the 1980’s the idea of creating an ‘Enterprise 
Culture’, became a cornerstone of the Conservative party’s economic policy 
and this, as the previous chapters have illustrated, influenced their attitudes to­
wards education.
The idea of an ‘Enterprise Culture’ unfortunately, means different things to dif­
ferent people, as Gibb points out,;
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"Definitions are the product of the age, culture (as well as language), and are often 
shaped in a political context(Gibb, 1987 p.3)
The concept of ‘enterprise’ has not been well defined by either politicans, or 
educationalists, and there is certainly a great deal of discussion between aca­
demics in various disciplines as to what exactly the concept means, (see Cof- 
field 1990, Francis, 1991) It is therefore, not surprising that a certain amount 
of confusion has emerged in the general use of the concepts of enterprise and 
entrepreneurship, the use of the word enterprising, and the activities under­
taken under the banner of ‘enterprise education’.
The dictionary defines an ‘enterprise’ as a project that requires boldness or ef­
fort. Clearly such a project may, or may not be a business, and the word 
could therefore describe a whole range of activities undertaken within the com­
munity. Many people could be described as ‘enterprising’ when undertaking 
a range of leisure activities, or because of the way they respond to emergen­
cies, or because of an interest they take in a specific project.
Definitions of the entrepreneur are equally wide ranging, from the common 
view of someone who brings together various factors of production to make 
money, to a form of:
".. deviant driven by the combination of social circumstance and personality towards a 
particular ‘innovative’ form of behaviour." (Gibb, 1987p. 4)
Francis (1991, p.27) conducted a semantic differential exercise with a group of 
students in an attempt to clarify the confusion surrounding the concept of ‘en­
terprise’, and ‘entrepreneurship’. They concluded:
"(i) An enterprising person is not necessarily an entrepreneur, but an entrepreneur must 
have the qualities, the attributes associated with enterprise.
(ii) The educationalist who is enterprising puts hfs integrity on the line by being innova­
tive, explorative, imaginative - he is laying himself open, if you like, and that's a personal 
risk.
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(Hi) An enterprise seems to involve some kind of collaboration of people working 
together - an entrepreneur could be one person, at it to take personal gains for him or 
herself.
(iv) Enterprise is a more human, social process."
One of the reactions of ‘enterprise specialists’ to Francis’s analysis was that 
definitions are often not very helpful, unless they are placed in context, and it 
might be useful to consider how education and enterprise have come together.
Some educationalists are unhappy about the way in which the government 
has chosen to use the word, enterprise. In the words of one academic:
"Enterprise in its non-political sense has always been part of education - always - and it 
is the politicising of it I object to." (cited in - Francis, 1991, p.29)
Despite the philosophical concerns some educationalists had, Jamieson at­
tempted to tease out some of the different uses of the word by looking at en­
terprise in practice:
"What do schools mean when they say they are ‘educating for enterprise’? In essence 
there appear to be three positions. Position 1 conceives education for enterprise nar­
rowly as educating young people to start up their own small businesses. The accent is 
on ‘start up' and on ‘small business’. Position 2 is perhaps best caught by the ’Society 
of Education Officers’ paper on Key Issues for Industry and Education (SEO 1983). They 
say that the term ’education for enterprise’ 'is used to describe a curriculum which fos­
ters skills, attitudes and values appropriate to starting, owning, managing or working in 
a successful business enterprise. ’ The scope has widened, small business has given 
way to ‘business' and the accent is as much on running and working in a business as 
on starting up. Position 3 is signified by a change of grammar - from the noun ‘enter­
prise’ with its strong connotations of business, to the adjective ‘enterprising’ with its 
concern that young people should have the skills, knowedge and attitudes to go out 
and create their own futures, and solve their own problems. The third position certainly 
embraces the world of business, but this is by no means its only concern." (Jamieson 
1984, p. 19)
This has been refined by Crompton (1987) into three clear categories:
Education for Enterprise: which refers to schemes which attempt to provide 
a controlled situation in which pupils can develop; an ability to take calculated
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risks, to develop innovation skills, and to develop the knowledge, skills and at­
titudes necessary for setting up and running a small business.
Education about Enterprise: which generally uses the experience of partici­
pating in the running of a simulated company (mini-enterprise) as the basis for 
helping students to gain some understanding of the mechanics of industry 
and commerce. In addition, mini-enterprises (MEs) could also provide oppor­
tunities to explore wealth creation, marketing, finance, and business organisa­
tion by enabling students to undertake various tasks.
Education through Enterprise: which offers a vehicle to promote students’ 
personal development by, for example, allowing them to communicate with 
each other and work as a team, showing their initiative and drive. This model 
could certainly be developed within a business context, but it could equally be 
developed in other areas of the secondary school curriculum, such as physi­
cal education.
Underlying these perspectives Crompton argues, are two broad notions of en­
terprise culture. The first, which is seen to address the deficiencies of the 
economy which were described in a previous chapter, argues that the 
country’s economic difficulties would be overcome if more people were willing 
to set up and start new businesses. Education’s role in this scenario, is to pro­
vide experiences that will develop a positive attitude towards being an entre­
preneur.
The alternative interpretation is that everyone needs to be more enterprising to 
be able to cope with our rapidly changing society. It argues for the develop­
ment of greater creativity and problem solving abilities to enable individuals to 
direct their own lives. (Crompton 1987, p9)
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There is perhaps, a third notion which combines elements of both these alter­
natives in varying degrees. The government clearly wanted to encourage the 
growth of small businesses because they were viewed as more likely to utilise 
new technologies and because they were more likely to have the manage­
ment structures in place to exploit them. (Cannon p. 16, 1991) To many tea­
chers however, this slapped of propaganda, and many would much rather 
take a ‘child centred’ view, which encouraged the development of the individ­
ual to enable them to become more autonomous and flexible learners. It is 
possibly that because many teachers either do not wish to take a distinct posi­
tion on one model or the other, or because they can see merit in both, that 
there is often confusion about the aims of enterprise in education.
The general public appears to view enterprise as synonmous with entrepre­
neurial activities and business,(Education for Enterprise). This may well be the 
result of extensive publicity of the government’s view in the press and on televi­
sion.
"More recently the need to generate 'enterprise culture' has been emphasised. The 
public strongly associates 'enterprise' with 'entrepreneurial' and hence ‘enterprise 
education' with education for small business and self employment.'' (Crompton 1987, 
p.5)
This has been unfortunate in that it has tended to obscure various facets of en­
terprise and their relationship with education. As Johnson suggested:
"... linguistically and philosophically the essence of the entrepreneur is enterprise but 
enterprise is not restricted to entrepreneurs." (Johnson 1988, p.61)
This view is supported by Cunningham and Lischeron who detail six schools 
of thought on entrepreneurship, each with its own set of beliefs. These are de­
tailed in Table A. They suggest that there is a need to reconcile these schools 
as each provides detailed and useful insights into the various facets of entre­
preneurial activity. They conclude that:
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"The selection of an entrepreneurial model depends on the information the researcher 
or educator wishes to emphasise in focusing on different aspects of the entrepreneurial 
process." (Cunningham and Lischeron 1991)
Table A
There is certainly an overlap between some of the models presented by Cun­
ningham and Lischeron, and Johnson’s model. Johnson appears to include 
aspects of three of these models, the ‘Great Person’, ‘The Management 
School’ and the ‘Leadership School. He attempts to provide further clarifica­
tion by suggesting that current practice uses two inter-related definitions. The 
first defines enterprise as a set of attributes, a high need for achievement, a 
high need for autonomy, an internal locus of control, an ability to take calcu­
lated risks, innovativeness/creativity (He terms this attributional). Secondly, en­
terprise is defined ‘functionally’, as the ability to set up and run projects. He ar­
gues that the functional definition is vocational and aimed at enabling people 
to set up and run projects, which are normally small businesses. The second 
definition is educational and aimed at developing particular competences for 
life. (Johnson 1988, p.62) He goes on to suggest that:
" everyone has some enterprise, but unfortunately the general level is low." (Johnson 
1987, p.x)
Johnson clearly believes that these key attributes can be developed and he 
has devised a pack of teaching materials to facilitate the process, (Key Skills, 
Johnson et al., 1987) which has been purchased by over 70% of secondary 
schools in Britain. (Johnson 1989-cited in Coffield 1990)
Coffield, however, is particularly critical of their theoretical base and suggests 
that the materials:
"... find their academic justification in Alan Gibb’s monograph on Enterprise Culture - Its 
Meaning and Implications for Education and Training (1987) He claims that there are at 
least twelve entrepreneurial attributes but no argument is advanced to explain why these 
particular twelve have been chosen." (Coffield 1990, p.64)
Gibb himself has conceded that not all twelve attributes are measurable and 
evidence of their association with particular forms of behaviour is at present, 
weak. (Gibb 1987, p.7)
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He has cited the work of psychologists such as, McClelland and Rotter to sup­
port his concept of enterprise. They have identified three underlying motives 
for the development of entrepreneurship, which are known as, the Need of 
Achievement (nAch), the Need for Affiliation (nAff) and the Need for Power 
(nPow). Unfortunately, what the work of McClelland and Rotter lacked, is any 
evidence of a link between individual personality traits and the unitary concept 
of enterprise. (Kilby 1971, p. 19)
Some economists have also challenged the basic premise of McClelland’s 
work. Schatz, whilst acknowledging that McClelland’s work has been highly in­
fluential, goes on to detail five criticisms of the hypothesis regarding the rela­
tionship between n’Ach and economic growth. These relate to:
•  the data McClelland chose to emphasize in his study
• the way in which McClelland used the data
• the assumption of a causal relationship between n’Ach and sub­
sequent rapid economic growth
•  the arguments used by McClelland that the deficiencies and the unre­
liability of his samples make his results more (not less) convincing
•  the conflict between his findings and those generally accepted in those 
countries he has worked. (Schatz 1971, pp.185-190)
Robinson, Huefner and Hunt (1991), citing the work of Sexton and Bowman 
(1986), also questioned the use of stable characteristics of entrepreneurs.
"Based on this research it appears that students and non-students (entrepreneurs, 
potential entrepreneurs and new entrepreneurs) differ on a variety of characteristics 
which are supposed to be stable across time and situations according to personality 
theory." (Robinson, Huefner & Hunt, 1991)
Robinson (et al.) believe that the criticisms of the models used by McCelland, 
based on personality or stable trait paradigm in entrepreneurial research could
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be corrected through the use of attitude models and their associated assump­
tions. (Robinson et al., p.43)
Despite the theoretical minefield associated with the concept of entrepreneur­
ship, those working in the field of enterprise education generally accept Gibb’s 
assertion that there is a range of skills and attributes which are not innate and 
can be developed through educational programmes. What is more, they can 
be utilised in areas other than business, such as self help and community pro­
grammes. (Crompton 1990, p. 16)
The separation of enterprise activities into, enterprise training and enterprise 
education does enable teachers to take a much broader view of enterprise 
across the secondary school curriculum.
"Implicit in Johnson’s definition of enterprise education and training is the view that the 
latter may be relevant for a minority of our young people, whereas the former has educa­
tional benefits for all participants. Put more simply, educational programmes which aim 
to develop broad enterprising attributes provide a firm basis for enterprise training, but 
the reverse is not necessarily the case." (Crompton 1990, p. 17)
The analysis illustrates a useful division between ‘product’ and ‘process’ 
which has become important in the development of enterprise education.
"With enterprise education the process can be content-laden (education about enter­
prise), process driven (education through enterprise) or occupationally orientated (edu­
cation for enterprise) and the products respectively will be people better informed 
about business, more enterprising people and better prepared entrepreneurs,"
(Johnson 1988)
From my description of enterprise so far, one may gain the impression that it 
is about providing development training for potential Alan Sugars and Richard 
Bransons. About setting up and running business. Certainly, developing new 
ideas and generating wealth from developing them is an important aspect of 
enterprise. But there are numerous way of displaying enterprise without 
money being the prime motive, as in the case of Bob Geldof, who raised mil-
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lions for others, but actually lost money himself in doing so. If therefore we 
are to accept Johnson’s premis that we all have some enterprise, we have to 
recognise and value enterprise in a variety of contexts.
Jamieson suggests that one of the key aims of enterprise is to move people 
from a state of dependancy to independance. (Jamieson 1987) This is re­
flected in economic terms by the importance attached to the growth of small 
businesses, by the growth in self employment and in the development of the 
flexible firm, that is, a firm with a core of highly paid staff complemented by a 
number of sub-contractors, fixed term employees and part time staff. All of 
these organisations need enterprise and the need for enterprise in the large or­
ganisation has been recognised by the term, intrapreneur:
"The intrapreneur is someone within an existing organisation, in the private, public or vol­
untary sector, who does enterprising things." (Johnson 1988, p.61)
Ball (Undated, p.3) finds the definition of ‘enterprise culture’ based on ‘those 
who are doing their own entrepreneurial thing, having control over it and profit­
ing from their efforts’, unacceptable. Largely because it creates:
"Divisions between, the haves and have nots, between those who enjoy the enterprise 
culture and those deemed to be in the dependancy culture." (Ball, Undated, p. 1)
Enterprise education has recognised the role of education in facilitating the 
change from student dependance on teachers as providers, to a position 
where they are encouraged to become independent learners.
"Thus programmes tend to use a variety of contexts which are utilised as a medium for 
setting pupils tasks which will provide a platform for the application and development of 
enterprising attributes. In some cases this will be ‘industry’, in others ‘community’ and, 
in others, individual settings. For this reason enterprise education can be found in a var­
iety of curriculum contexts reflecting the generic nature of enterprise skills (problem sol­
ving, creativity, decision making); it involves working with others (team work and the 
ability to recognise the contribution of others are both important to successful enter­
prises); and they have access to a range of resources, both human and physical, which 
they can mobilise to complete their task. Such a learning process requires that tea­
chers adopt a facilitative and student centred approach in the classroom. The broad
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aim of enterprise education can be defined as developing ‘enterprise capability’ in 
young people, the ability to apply enterprising skills in a range of contexts. (Crompton 
1990, p. 18)
Sir Christopher Ball (1992) argues that many of the country’s best known en­
trepreneurs learned from experience rather than by formal education and 
stressed the need to ensure that schools provide a satisfying quality experi­
ence for young people which encourages them to continue with their educa­
tion beyond the statutory age.
Many large companies (Ford, Rover and Rank Xerox) have also supported in­
itiatives to provide support, which enables their employees to continue learn­
ing. The Ford scheme encompasses leisure, health, skill training and educa­
tion. The scheme seems to generate a more cohesive work force, one which 
works better together. (Ball, 1992)
Colin Ball summarised his notion of an enterprise culture for the future in the 
following way:
" In all three of the key aspects of life (social, economic and political), and areas of cur­
rent change, it boils down to this: enterprise means a change in the balance of power, 
a need to develop and use our human potential, all of it, to the full. To do this we need 
to enable people to gain the knowledge, skills and enterprising qualities they need if 
they are to gain dignity, and satisfaction from their lives, and if they are to contribute to 
the social cohesion and economic competitiveness of society." (Ball, undated, p.3)
There have been a number of problems encountered by organisations within 
the schools/industry movement when they have attempted to facilitate such 
objectives in schools owing to a general lack of awareness of, and insight into, 
the need for this broader view of enterprise education. Those who take cur­
riculum initiatives are the ‘educational intrapreneurs’, the staff who are proac­
tive and responsive to the needs of clients or ‘stake holders’. (Francis, 1991 p. 
22,; Crompton 1990)
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Many teachers lack the confidence to operate in a facilitative style. (Brandes & 
Ginnis 1986 pp. 9-11) Schools have found it difficult to provide suitable time 
during the normal routine school day for enterprise activities and, not surpris­
ingly, it has been difficult to evaluate the outcomes of such activities. (Jamie­
son 1985 p.8) Additionally, there has been some resistance from teachers 
who see enterprise education being very narrowly defined and used as a politi­
cal expedient to turn out teenage self employed. (Johnson, 1988 p.61; Rees 
1988, p. 20)
There is little doubt that during the 1980s the Government clearly saw enter­
prise education as a useful vehicle to encourage an expansion in the numbers 
of small businesses in the country by young school leavers;
"Given that self-sufficiency (of the economic rather than the home grown variety) is a 
major strand of the New Right ideology, it is not surprising to find that the DES, the DE 
and the Manpower Services Commission (MSC) are increasingly flagging the self em­
ployed option to young unemployed and that some of the 'red tape' for entrepreneurs is 
being removed." (Rees 1988, p. 9)
However, as we have seen, different and more politically neutral interpreta­
tions of enterprise education exist, (Law 1983 p.2) and there is no reason why 
enterprise education using the broader interpretation, should not develop as 
many entrepreneurs, than one which takes a narrow business orientated ap­
proach. The broader approach also has the additional benefit of providing an 
‘enterprise entitlement’ for all pupils, of enhancing the enterprise skills for all 
pupils.
Whatever the underlying objectives, there can be no doubt that enterprise edu­
cation is perceived by the government as a useful vehicle to encourage young 
people to generate more small businesses and to generate a more enterpris­
ing cohort of potential employees.
"The first view argues that our economic difficulties would be solved if only more people 
were willing to establish enterprises. ... The alternative interpretation is that everyone
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will need to be more enterprising in order to cope with our changing society." (Cromp­
ton 1987 p.9)
Although there has been a variety of activities undertaken under the auspices 
of enterprise education, the most common activity found in schools has in­
volved students running some form of mini- enterprise company. (Hitchcock 
1988, p. 170) This is perhaps not surprising, for as Jamieson suggests:
"What better way of achieving congruence between schools and industry than by mirror­
ing industry in school by setting up a mini-company?" (Jamieson 1985)
Crompton also added that it was a useful mechanism to enable schools to 
adopt more active teaching styles which would help prepare students for the 
world of work.
Johnson (1988) however suggests that despite the considerable activity to pro­
mote enterprise education from the schools/industry movement, it has hardly 
scratched the surface. For although the Mini-Enterprise in Schools Project 
(MESP) estimate that 70% of secondary and middle schools now participate in 
some form of enterprise education, within these schools, a large number of 
teaching staff remain unaware of its existence or implications. (DES/Welsh Of­
fice Statistics - reported in Crompton 1990, p. 19)
"If we are to bring about this enterprise culture, it is clear that we are going to have to en­
courage our schools to adopt the new education. Introducing activities such as mini­
enterprises into schools can contribute to this process." (Crompton 1987p.9)
The debate about the place and effectiveness of enterprise in schools con­
tinues, particularly as it receives little direct mention in the National Curriculum, 
core and foundation programmes, only being highlighted in a cross-curricu­
lum theme. As Coffield suggests/
"For ten years now the enterprise culture has been the centre of the political stage in Bri­
tain .... The massive resources that have been spent on this project could have been in­
vested in other ways; in British manufacturing industry, in regional development and, in
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a comprehensive national plan to create dynamic interactions between education, vocational 
training and employment(Coffield 1990, p. 76)
Rees agrees that the generation of an enterprise culture during the 1980s has 
not met the government expectations, but suggests that the infra-structure 
that has been created,such as the numerous advisory agencies and mini-en­
terprises in schools, will continue. (Rees, 1988, p.20)
Models of Enterprise - Mini-Enterprise Companies
Setting up a mini-company or mini-enterprise, has been one of the most popu­
lar ways of presenting enterprise to pupils in schools during the past decade, 
as has been discussed in the previous section. There are however, several dif­
ferent models commonly used by schools.
The schools/industry movement evolved a number of approaches to help 
schools set up mini-enterprise companies. A mini-enterprise company has 
been defined as, a project run by the students themselves:
"... in which they raise finance, and create a product or provide a sen/ice which they 
sell, either in school (or college) or outside. In all respects the pupils organise their own 
business; they will keep their own accounts, try to make a profit and eventually wind up 
the business." (City of Manchester Education Committee, Guidelines for School Based 
Business, Manchester - cited in IFAPLAN 1986, p. 17)
The initial market leader was the Young Enterprise organisation, founded in 
this country in 1963 and based on a scheme in the USA known as Junior 
Achiever.
The scheme was designed to provide students between 15 and 19, who might 
be ‘potential managers’, with an elementary working knowledge of the organi­
sation, methods and practice of commerce and industry through first hand in­
volvement. (Young Enterprise, 1990) Students met after school, for approxi­
mately two hours per week and were guided by industrial advisers. In the
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early years of the scheme the sessions were usually held on industrial 
premises. Now 40% are held in school and form part of the school curricu­
lum. (Young Enterprise 1990) The companies raised their capital by selling 
shares and used this to finance the manufacture of products or the organisa­
tion of services to sell to the public. Companies are usually wound-up after ap­
proximately eight months.
Although no two Young Enterprise companies are ever quite the same, they 
offer a standard formula for learning about enterprise. Indeed, there is suffi­
cient standardisation to enable the Young Enterprise organisation to offer an 
examination for its ‘Young Achievers’ (Halliday 1983). The scheme produces 
a ‘Company Kit’ which contains materials required to register and run the com­
pany and provides students with a large company model of business organisa­
tion and a well organised infrastructure of support.
To date 280,000 students have participated in Young Enterprise, 28,000 of 
them during 1989 - 90, when 18,000 offered themselves for examination. 
(Young Enterprise 1990) The aims of Young Enterprise have changed subtly 
during its 26 year existence. Initially the emphasis was on understanding the 
nature of large companies and gaining a practical business experience.
These aims have now been extended to helping:
"... students develop initiative and confidence, widen their knowledge of teamwork and 
improve their powers of leadership." (Young Enterprise, 1990)
It has been suggested that Young Enterprise was one of the first advocates of 
experiential education for secondary school pupils in this country (Hitchcock 
1988) and the organisation has also placed great emphasis on reality, rather 
than simulation, through the use of the ‘company kit’, opportunities to work 
with adults other than teachers (AOTs) and the use of industrial premises. 
Certainly the nature of the Young Enterprise experience has changed since its
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introduction into this country, but its emphasis on practices such as, raising 
capital from selling shares, and pyramid structures of management, predomi- 
nantely found in large companies, makes the experience some what artificial 
for most students.
The Mini-company (mini-co) model was pioneered by the EC Transition from 
School to Working Life projects in Shannon and Strathclyde. It was an at­
tempt to broaden the Young Enterprise principle to include less able students 
in Years 10 and 11, ie. aged 14-16, and to integrate the work into the school 
curriculum. This development was important because it:
"... entailed a view that education for enterprise is for every pupil, not just those who are
potential managers." (Jamieson 1984, p.20)
The approach of Mini-co was similar to that pioneered by Young Enterprise in 
that a mini-co kit was produced (Bray 1984), but it differed in that it provided 
opportunities for students to operate small scale business structures, for 
example, sole trader, partnerships and co-operatives. What it lacked, how­
ever, was the organised support from local industrialists which was inherent in 
the Young Enterprise scheme. This made the success of the mini-enterprise 
using the materials far more dependent on the quality and enthusism of the 
teacher. Consequently the nature of the experience for students in different 
schools, varied considerably.
A similar set of materials were produced in 1983, by the Durham University 
Business School (DUBS) which provided an alternative kit supporting schools 
wishing to participate in mini-enterprise activities. The materials were based 
on the ‘start-up process9 of a small firm and established a framework based 
on:
"... Asking Questions, Finding Ideas, Making plans and Producing results." (Education
for Enterprise, cited in Harris 1990 p.31)
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The kit is available for two age groups, 14-16 and 16-19 and places emphasis 
on students owning their ideas and the resulting project.
Whilst both the Mini-co and DUBS approach provide useful opportunities for 
students to develop their enterprise skills, and have great learning potential, 
the lack of input from local industrialists has been viewed as a potential weak­
ness. Evidence from mini-companies in Ireland and from the Young Enter­
prise organisation suggests that:
"... the most successful companies are those which have been given the most help from 
industrial advisers. (Weir 1982)" (Jamieson etal. 1988, p76)
Usually, such assistance was not available locally and consequently running a 
mini-enterprise for the first time was often traumatic for teachers, because it 
represented a considerable departure from ‘normal’ teaching activities and 
many were developing their enterprise skills at the same time as their stu­
dents. (Crompton 1987) In such situations, the availably of a set of teaching 
materials presented a useful ‘crutch’ for teachers to lean on and an early evalu­
ation reported:
"Pupils are very responsible and motivated in their work. They learn a great deal about 
basic economics, profitability, balance sheets etc., which have a wide application to 
their work as adults. Immediate bonuses are increased confidence and responsibility, 
an ability to handle decisions, argue points, make judgements, work as a team. The pu­
pils I spoke to seemed to have a clear understanding of the terminology (eg. stocks, 
supplies, profits, capital, overheads, budgeting etc.) and to handle adequately such 
skills as minute writing, drawing up an agenda, ordering and invoicing etc. Their skills 
in handling personal relationships, eg. speaking at meetings, accepting majority deci­
sions, negotiating etc. were very marked. They spoke to adults with confidence and re­
spect, even low ability children spoke clearly and fluently. The project improved enter­
prise, entrepreneurial skills and skills relevant to employment." Bray, 1983 pp. 137/8)
Since 1984, enterprise education in schools has developed largely through the 
work of the Mini-Enterprise in Schools Project (MESP), which has developed a 
support network which includes several universities, a number of large busi­
nesses, and local education authorities. (Crompton 1990, p.6) This network
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has provided training opportunities for teachers and disseminated information 
about developments in the field of enterprise education and has:
"... encouraged schools to develop their own form of mini-enterprises in conjunction 
with members of the local community(Jamieson et. al.t 1988 p. 77)
In association with a national bank, it has also been able to provide a small 
grant to enable schools to establish their mini-enterprise companies.
Mini-enterprises are not without critics. During 1988-9 H.M. Inspectors visited 
60 primary and secondary schools in England and criticised a number of 
points. In primary schools they suggested:
"The issue of appropriateness had been discussed during teacher preparation in only a 
few schools. A number of activities seen were not wholly appropriate to the age and ma­
turity of the pupils involved and in some cases too extensive a range of concepts and 
business practices were being introduced. There was a danger of teachers ignoring 
the possibilities of progressive development in economics and industrial understanding 
in the secondary years and cluttering primary classrooms with a multitude of adult con­
cerns. In particular the use of profit as the sole criterion to judge success or failure of 
an enterprise is inappropriate." (HM1 1990, pp. 5/6)
HMI recognised that students of all ages enjoyed their mini-enterprise experi­
ence but questioned whether it was the most cost effective way of approach­
ing industry related topics. They recognised the value of mini-enterprises in 
the development of a range of social and communication skills but found that 
the range of design and making skills used were often low level and the pro­
ducts produced inferior to comparable commercially made products. More 
seriously, they suggested that the products offered by students were sold to 
customers who felt they had to be less discriminating than they normally 
would be. Consequently, students were getting a false impression of the 
market place.
Wragg (1990) has been critical of both the quality of product and the realism 
of mini-enterprise in schools. Jamieson foresaw this criticism and argued that
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increased realism may be over-demanding for pupils and achieved only at the 
expense of loss of pupil autonomy and that this in turn could damage student 
motivation. (Jamieson, 1984 p.22/3)
In secondary schools, HMI found that students displayed a good general 
knowledge of business practice and of the most widely used business terms. 
However:
"Comparatively few were able to relate the knowledge to the wider dimensions of econ­
omic activity. Only a few were aware of the ‘protected’ nature of their market or the full 
costs of production - for example, the real cost to the entrepreneur of premises." (HMI, 
1990 p. 12)
Whilst a similar study by HMI in Welsh schools (1988) was more positive 
about the enterprise activities observed, it suggested:
"Sometimes too much is expected, in terms of producing ideas, planning a campaign, 
solving problems and making decisions, of pupils who have had little opportunity in 
other aspects of their education to take initiatives, be active participants or show leader­
ship; in such cases interest flags at the slightest difficulty and there is a distinct lack of 
drive and motivation." (HMI, 1988)
Once again, HMI concluded that enterprise activities were useful at developing 
social skills and broadening students’ general education.
The thrust of HMI criticisms is that mini-enterprise is not addressing the central 
issues of enterprise as it relates to business and economic and industrial un­
derstanding. In short, they are supportive of a narrow, restricted view of enter­
prise, rather than one that emphasises the development of enterprise skills for 
all as argued by Ball and Jamieson, (op. cit)
Does the restrictive view of enterprise used by the government and HMI ac­
tually reflect the view of industry? Crompton suggests that it does so only in 
part. He argues that many industrialists support a curriculum model which is; 
process driven, pupil-centred, utilises teacher/facilitators, emphasises knowing
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how (rather than, knowing that), enables pupils to work in small groups, en­
courages collaboration, is active and generative, expects pupil independance, 
provides flexible lessons, is negotiated, encourages pupils to learn from mis­
takes, gives pupils wide discretion, utilises profiles, emphasises local needs, is 
presented by cross-curricular teaching teams and attempts to put theory into 
practice. (Crompton 1990, p22/3) Many employers and employer organisa­
tions are becoming more direct about their expectations of education and it is 
their views which will be considered in the next section.
The Skills, Attitudes and Knowledge Businesses Really Want Their 
Employees To Have
The last section attempted to illustrate some of the government initiatives intro­
duced since the ‘Great Debate’ in an attempt to ensure that education was 
more in tune with the needs of industry and developed the ‘enterprise’ skills 
needed by industry. Some educationalists felt that these initiatives were an in­
appropriate preparation for the world of work and failed to provide students 
with a more general, liberal education. (Holt 1990, Bailey 1992)
The practice in recent years of comparing the UK with other European coun­
tries, has continued to sharpen the debate as preparationa were made for full 
integration into Europe at the end of 1992. As national boundaries 
are eroded, the labour force will become more mobile. Johnson (1990) sug­
gests that young people in this country will be disadvantaged by their own low 
expectations and a government which is content to allow only a modest num­
ber of students to attain higher levels of education. He concludes that the lack 
of a well educated work force will make it difficult for companies in Britain to 
compete in European markets, and for our citizens to apply for jobs in other 
countries.
Sir John Cassells is equally critical:
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"The evidence suggests that British companies have a lower demand for skilled wor­
kers than their international counterparts. Faced with a less trained workforce, UK firms 
will then tend to choose less skill intensive methods of production and less skill intens­
ive products. Unfortunately these tend to have a lower market potential." (Cassells - 
cited in Sofer 1988)
Sir Graham Hills certainly support the view that the education system in this 
country has major deficiencies and believes that the government has yet to ad­
dress the real education and training needs of manufacturing industry in this 
country.
"In strong contrast to other countries, the output of our educational system is roughly of 
two kinds: the 70% who abandon it as soon as they can and the remaining 30% likely to 
contain the country’s future leaders. Unfortunately, this 30% does not contain enough 
engineers, technologists and other skilled practitioners to sustain Britain’s industrial re­
covery." (Hills 1989)
Clearly the problem of providing suitable education and training in this country 
to prepare young people for the world of work has been clearly identified for 
some time, but creating a structure to address the problem has been some­
what illusive.
In 1977 a group of educationalists, industrialists and other interested parties 
came together to try and probe the shortcomings of the British educational 
system. They joined forces with the RSA (The Royal Society for the encour­
agement of Arts, Manufacturers and Commerce) to establish a ‘Education for 
Capablity’ campaign. (RSA undated) This began with a series of lectures in 
1978/9, through the publication of a manifesto and a series of projects which 
continued throughout the 1980s. The main aims of the campaign were de­
scribed as follows:
"The RSA's Education for Capability campaign has sought a fundamental change in edu­
cation and training to help people to become effective as well as knowledgable. Educa­
tion for capability combines cultivation and comprehension - the traditional academic 
aims of education - with the capacities to cope, be competent, to be creative and to co­
operate with others. It helps people to use as well as gain knowledge and to make 
things happen as well as understand and analyse events. It equips people for a chang
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ing world in which they will have to learn throughout life rather than being given packets 
of knowledge intended to last for a lifetime." (RSA, p. 2)
Many educationalists supporting the campaign identified three familiar and 
specific impediments to progress, the academic tradition, the examination sys­
tem and what was described as a false distinction between general and voca­
tional education. (Tomlinson, cited in RSA document) On these three criteria, 
the project cannot be judged an unqualified success, for even after eleven 
years of the campaign the academic tradition is still strong, and whilst examin­
ations have been reformed at the pre 16 level, the ‘A’ level is still much as it 
was a decade ago. There is currently an acceptance at governmental level of 
the need for parity between academic and vocational qualifications, but the dis­
tinction between academic and vocational activities still continues in practice. 
(DES 1991, pp. 24-27)
The campaign did however influence several initiatives during the 1980s includ­
ing, records of achivement, the National Curriculum, TVEI, the development of 
vocational qualifications, and the development of educational business partner­
ships. RSA has followed up its Education for Capability campaign with a new 
initiative, ‘Profitable Learning’ (RSA 1992) which will be discussed later.
Perhaps one of the most comprehensive responses from industry was the re­
port from the CBI Task Force in 1988, the ‘Cadbury Report’. This task force 
conducted a survey both amongst its members and schools and found:
the expectation of the partners (business and schools) in respect of what children 
needed to learn at school were broadly in line." (Cadbury Report 1988, p. 11)
Furthermore, the task force established that business had four main require­
ments which it catalogued under, knowledge, relevant skills, positive attitudes 
of the pupils, and sound management of schools. (Cadbury Report 1988, 
p. 19)
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In terms of the knowledge required by industry, the report suggested that 
every child should have the opportunity to learn about, mathematics, science, 
language and the humanities. In addition to the subjects detailed in the Na­
tional Curriculum there was a desire to see the inclusion of some form of econ­
omic understanding and work experience to show how value is added and the 
national wealth created.
The task force recognised the problem of specifying specific skills to be taught 
in schools. However, it did consider that all students should leave schools 
with the following competences:
•  Communications skills - the ability to transmit and receive instructions 
and information effectively. All school-leavers should be able to read 
and write English clearly and grammatically. They should also have an 
understanding of at least one other European language.
•  Numerical skills - school-leavers should understand and be able to 
apply to the solution of everyday problems at least the concepts of ad­
dition, subtraction, multiplication, division, length, breadth, height and 
volume using both imperial and metric systems.
•  Screen and keyboard skills - which are of growing importance in most 
occupations. Young people should increasingly have sufficient under­
standing of, and confidence, using both screen and keyboard to be 
able to adapt to using different machines in different contexts.
•  Interpersonal and life skills - necessary to creating a happy work 
place, an efficient team and social harmony.
•  Problem solving skills - the ability to spot a problem, to define it and 
then to apply existing knowledge and understanding to its solutions.
The report supported the view that schools should encourage students to 
view education as a process of continual self development. Education and 
training, it suggested should not be seen as something that is ‘done to ’ young 
people. Rather, it should be viewed as a continuing investment by the individ­
ual, in the form of time and effort, if not cash.
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The latter point implies that young people should be encouraged to leave 
school or college with positive attitudes both to their own development and to 
the world of work which they join. These attitudes will include:
•  a positive attitude to change
• a positive attitude to self reliance
•  a positive attitude to work - which recognises that work is found in 
places other than just the work place and provides an opportunity to 
contribute towards the immediate family and the wider comunity.
•  a positive attitude to sharing and co-operating with others
Perhaps the most interesting of the expectations detailed in the report, was 
the call for sound management in education. The view expressed was that 
business contributed £9 billion a year through taxation towards local govern­
ment of which approximately half was spent on education, and that it could 
therefore expect schools to respond to the objective of a ‘high-pay, high-pro- 
ductivity work force’. The report argued that schools must have the resources 
necessary to provide sound education, but it pointed to examples of schools 
wasting their resources. The Audit Commission pointed out examples of 
schools having unfilled places which resulted in the provision of excessive 
heating, lighting, cleaning and staff to teach, in effect, empty desks.
There were a few other ‘suggestions’ in the document which are pertinent to 
the present study, the most obvious being the identification of the need to en­
courage enterprise.
"The spirit of enterprise is one of the key qualities that business expects of education 
and in one sense all the links in which pupils or teachers are invited to participate will 
encourage it." (Cadbury Report 1988, p.41)
The report, despite its protestations, clearly expects education to propagate 
the aims of a narrowly defined enterprise culture. It went on to suggest that
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two schemes were particularly useful in encouraging entrepreneurial skills, 
Young Enterprise and Mini-Enterprise. However, in terms of the usefulness of 
all possible initiatives by business in Schools/Industry work, schools rated in­
volvement in some form of mini-enterprise the fifth most effective form of link, 
behind community projects with business, joint problem solving projects and 
equipment financing. (Cadbury Report 1988, p.45) This may reflect individual 
company’s more narrow view of their specfic needs, rather than the global 
needs of the country as a whole and the realisation of the importance of the in­
dividual.
In a separate study, Forbes and Miller (1988) appeared to be conscious of this 
distinction when they anlysed the needs of industry and matched these 
against the new Government initiatives. They wrote:
"We are not suggesting that the only function of the educational system is to prepare 
people for a work role, although employers are often accused of taking this view-point. 
This must however be one of the main functions of any education system, particularly if 
'work role’ is defined as a role which gives a personal sense of productivity and con­
tribution to the community." (Forbes & Miller 1988, p.32)
They suggested that as the demands on the work role change so the educa­
tional system needs to be flexible enough to change with it. The two major 
changes they felt faced the educational system were, the way it was struc­
tured and managed, and the way in which it assessed pupils progress during 
their education.
They see ‘traditional education’ as being structured by a belief that students 
learn best when they are presented with facts, information and knowledge 
from which arguments can be deduced, theories can be proved and experi­
ments can be structured. They consider that such a view discounted the lear­
ner as an individual and ignored the fact that each individual has different 
needs and expectations. They suggest therefore that the biggest challenge
81
facing education is to redress the balance between the academic tradition and 
the needs of the individual.
Forbes and Miller suggest that personnel managers are the ‘Gate Keepers’ of 
industry and as such they should press education not only for better aca­
demic qualifications, but also to ensure that students have access to the fol­
lowing:
•  Experiential learning and opportunities to learn how to learn
•  Topics which enable them to develop the ability to integrate, manipu­
late and apply knowledge through ‘areas of study’ rather than through 
narrow subjects.
•  Assignments and projects that encourage them to acquire the skills of 
marshalling and ordering complexity.
•  Situations which enable them to develop the ability to attend to, and fa­
cilitate the process of self-understanding and the skills of interaction.
By citing these demands, Forbes and Miller seem to be echoing the message 
of the RSA in that they are arguing for a more realistic context for students’ 
learning, one which will enable them to relate their academic studies to the ac­
tivities of business.
In addition to these demands they also suggest that the assessments used 
will also need modification. Whilst they recognise GCE, ‘A’ level and a first de­
gree are excellent methods of assessing the recall of facts and the ability to or­
ganise them in a clear, logical and reasoned argument, such methods would 
be inappropriate for the demands listed above. Assessment in these areas 
would require methods such as profiling, records of achievement, project 
based assignments and peer/self assessments, (Forbes and Miller 1988, p.36) 
as they require a formative record of pupil development in a range of activities, 
rather than a summative statement.
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An examination of the ‘demands’ made by Forbes and Miller suggests that de­
velopments such as, TVEI, CPVE and the General Certificate of Secondary 
Education (GCSE), have made a considerable contribution to the changes 
they see as being necessary to prepare young people for the world of work. 
They are particularly critical however of the Education Reform Act 1988, which 
places stress on a subject-centred curricula for 80% of teaching time in 
schools.
"Subject-centred curricula promote subject specialists, who often do not see the oppor­
tunities for encouraging inter-disciplinary approaches. Teachers might become more 
inward-looking, and less amenable to alternative approaches to teaching and learning - 
the very last thing that is required at this time from the education service." (Forbes & Mil­
ler 1988, p. 36)
The implications of the ‘demands’ being made by the ‘Gate Keepers’, are 
clearly of some importance in the context of the present study, as many of 
them are central to the mini-enterprise experience, in particular, and to the 
work related curriculum in general.
Many companies, large and small, have participated in various activities in 
some form of schools/industry partnership, but British Petroleum (BP) has 
been a pioneer in this respect. During the past decade it has published its pol­
icy towards, and its expectations of, education in a series of booklets. (Mars- 
den 1988; Marsden & Priestland 1989; Marsden 1991) Marsden (1991) has 
suggested that both education and industry has a ‘bottom line’.(represented 
by a vertical ‘X’ column) In industry it is the output, the sale of products or ser­
vices, in education it suggests the bottom line is examination results.
"A business is driven hard by its bottom line.... any business person will tell you that a 
positive bottom line is essential for survival and that its immediate achievements must 
dominate concerns; longer term considerations must take second place." (Marsden 
1988, p.2)
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They go on to suggest that the businesses that ignore the longer term as­
pects, (represented by a horizontal ‘Y’ column) such as, the environ­
ment, training, equal opportunities, educational links etc. do so at their peril, 
for these aspects have an equal bearing on the long term overall performance 
as does the more immediate concern with profit.
Many aspects of business performance are challenged by students as part of 
their studies within the educational system. (Environmental issues for 
example) Marsden suggests that education has never had its ‘bottom line’ 
questioned in a similar manner. Examination results (‘X’ column) are used as 
an indicator of performance, but those companies that have become more inti­
mately involved in educational links have become equally concerned with the 
more cross-curricular concerns (‘Y’ column) such as communication skills, 
work attitudes, technological capability, industrial understanding and econ­
omic awareness.
"As employers have become better informed through working with schools and better 
able to articulate their human resource needs in terms that schools can understand, a 
much clearer message on getting the right balance between X  and T  has emerged." 
(Marsden 1988 p. 3)
Marsden goes on to suggest that education is beginning to influence busi­
ness, in that astute employers are now beginning to realise that the myopic 
pursuit of the short-term bottom line may not be attractive to new recruits. As 
employers become increasingly concerned with the ‘demographic time- 
bomb’(CBI Task Force Report 1988 p.12) the concern for:
"... the ‘horizontal’ outputs are clearly important... and industry must make sure that it of­
fers these." (Marsden 1988 p.3)
Marsden’s analysis appears somewhat dated in that parents, (some parents 
more than others perhaps) have always judged schools by the results they ap­
pear to achieve with their off-spring. For example they judge their son or
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daughter’s ability to read, whether or not they pass the 11+, and their examin­
ation results at GCSE and ‘A’ level. More recently schools have expressed in­
terest in using the notion of ‘Value Added’, that is, the improvement made in a 
range of areas including social development as well as academic and voca­
tional attainments, to illustrate their effectiveness. (McPherson, 1992)
However, BP has taken a very broad view of promoting the enterprise culture 
and has taken an active part in the promotion of Schools/Industry partner­
ships, particularly in communities near its operating plants. It has participated 
in work experience, work shadowing, work/school or college enterprises, simu­
lations and site visits, by using its personnel in schools both working with stu­
dents and as school governors. It has also assisted in promoting numerous 
other school-specific projects through it ‘BP Challenge’ scheme.
BP, as a company, does not see the benefits as a gain for their business or 
education. For, if the concept of ‘partnership’ is to be meaningful, the benefits 
have to be for all concerned. However, within the partnership context, it views 
the long term benefits of its work as producing:
•  a thriving economy
•  informed citizens
•  young people better prepared for the adult world
•  increased pupil confidence and motivation
•  new capabilities and skills
•  the development of new teaching and learning styles
•  pupils with an increased understanding of industry.
Despite the obvious advantages to school/business partnerships they still only 
establish a limited link between students in school and business. A CBI sur­
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vey by Allen & Hamilton (cited in Teachers’ Weekly 3.10.88) found that 54% of 
businesses and 37% of schools surveyed had no regular link, nor were the 
bulk of students involved, the proportion being at best 1 in 5.
The survey indicated that schools and business had different objectives. The 
headteachers stated that their aims for the iinks were to:
• broaden students educational experience
• to give students an understanding of business
• to provide businesses with an understanding of schools
•  to enhance students long term employability.
Businesses stated that they established links to:
•  improve the schools’ attitude towards business
•  provide teachers with an understanding of business
•  improve the firm’s profile in the community
•  help students choose their career.
The firms stated that 80% of the links established were successful and 16% 
very successful. Schools felt that 71% of their contacts were quite successful 
and 23% were very successful.
The survey revealed that establishing links takes time and many companies 
and schools stated that this prevented them from becoming involved in such 
projects. (Allen & Hamilton - cited in Teachers Weekly 3/10/88)
During the past few years, the CBI (1992), RSA (1992) and the Institute of 
Economic and Social Research (Prais et al. 1991) have highlighted the need to 
establish clear educational targets to ensure that young people in this country
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can compete with their counterparts both in Europe and elsewhere in the 
world. In 1989 the CBI suggested:
"A quantum leap is needed in Britain's educational and training performance. To main­
tain and improve Britain’s position in an increasingly competitive world, nothing short of 
a skills revolution is required. Action is urgently needed. (CBI, 1989)
The targets and timescales set by various organisations, (CBI, RSA, Institute 
of Directors, loD) differ marginally, but the expectations are nevertheless clear. 
By the year 2002 everyone should continue in full-time or part-time education 
until the age of 18 and everyone should reach the equivilent of the National Vo­
cational Qualification (NVQ 3, which is currently BTEC National or GCE ‘A’ 
level (or Scotish equivalent) during the course of their working lives. (RSA 
1992, p.6) The most recent summary is provided by the government’s Na­
tional Education and Training Targets (1992)
The CBI report recognises that their vision of the future is dependant on indi­
viduals adopting a more positive attitude towards education.
"Cultural change is critical and the targets provide the required challenge for the na­
tion". (CB1 1992, p. 7)
The report supports the need to minimise the divide between vocational and 
academic qualifications, suggesting that the difference is less important that 
the fact that individuals attain suitable qualifications for the world of work as it 
will be in the future. It suggests that for too long vocational qualifications have 
been given lower status than academic qualifications and have failed to pro­
vide continued progression to further education.
In their document World Class Targets, the CBI have ommitted any direct ref­
erence to enterprise or an enterprise culture, instead they point to the need for 
a ‘Learning Culture’ where individuals are encourage to continue the process
v
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of education and training throughout their lives. (CBI 1992, p. 10) It suggests 
that:
"It is as important to develop broad based skills as it is to achieve higher level skills, es- 
pecially in the case of young people at the foundation stage. This target is qualitative. It 
requires that in both education and training, curriculum and qualifications design em­
braces the need for a full range of core skills in communication, personal effectiveness, 
problem solving, numeracy, technology and language. In a workplace setting em­
ployers are looking for employees who are able to do their current jobs, adaptable to 
changing roles and aware of their contribution to the total business." (CB1 1992, pp 9-10)
The CBI in this document are reiterating some of the points made in the Task 
Force report (1988) but the emphasis is clearly on education about, and 
through enterprise. Certainly there is the expectation that young people will 
be more enterprising, but not necessarily that they will use their skills to set up 
small businesses. This appears to be an obvious difference in the objectives 
of business from that of the Conservative government.
The CBI also seems to be keen to develop the notion of education and train­
ing as a partnership between the individual, the employer and government, 
each having a contribution to make and each a share in the ultimate benefits 
that a well trained better educated work force will bring to the country.
The emphasis on the individual is echoed by the Institute of directors (loD 
1992)
"... what is needed in a market economy is independent minded individuals who have 
the greatest possible personal stake in their own futures and who can perform to their 
full potential.
A system of education and training which is largely designed with the interests of produ­
cers in mind is unlikely to create such individuals; the system must therefore be made 
more responsive to the needs of its consumers." (loD 1992, p.4)
Both CBI and loD agree that there needs to be parity between vocational and 
academic qualifications. The loD however goes much further than CBI in that 
it suggests that there is a need for sound home/school parnerships, and a
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comprehensive record of achievement (ROA). It supports the introduction of 
the National Curriculum and in particular the cross curricular themes such as 
Economic and Industrial Understanding and Careers work.
The RSA in its most recent initiative, ‘Profitable Learning’ (RSA 1992) reports 
three major findings of their extensive consultation and discussion with em­
ployers and educators:
•  that learning does ideed pay
•  that we have in the past seriously underestimated the human potential 
for learning
•  that effective financial incentives for the providers of education and 
training (schools, colleges, polytechnics, universities and employers) 
are the key to change.
RSA have examined the methods of education and training in many parts of 
Europe and the developed world and concluded that their are no ready made 
solutions which are applicable to this country. They suggest:
"There is a pernicious ‘conspiracy' in our society between ideas of human potential, as­
sumptions about employment need, provision for education and training and the motiva­
tion of young and mature people to learn. The success of good schools and colleges, 
of the Open University and the polytechnics, of employment initiatives like the Ford Em­
ployee Development and Assistance Programme or the Rover Learning Business, and 
of the current expansion of higher education demonstrates what is possible." (RSA 
1992, p. 5)
The thrust of the documents from CBI, RSA and loD is to stress the import­
ance of education and training to the future prosperity of industry in this 
country and the need to recognise the need for higher standards of education 
and encourage persuade individuals that they will benefit from participation in 
a life-long programme of education.
The notion of partnership between business and the indivual employee has ob­
vious implications for the present study. For a true partnership to emerge,
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there has to be a recognition of the needs of business by the individual as well 
as a need for business to view education and training as an investment rather 
than a cost. (Morgan 1990 - cited in loD 1992) This has, in part, been recog­
nised by the introduction of Economic and Industrial Understanding (EIU) as a 
National Curriculum, cross-curricular theme. The National Curriculum Coun­
cil, in its guidance to schools number 4 on EIU suggests:
"There are many aspects of industry and the economy, such as business, commerce, 
finance, and consumer affairs. Provision for EIU should reflect this variety. It should be 
broad, ranging widely over issues as diverse as industrial relations and the nature of en­
terprise." (NCC 1990, p. 3)
The document suggests that EIU should be as much about the development 
of the student’s personal and social development, as it is about developing 
their skills, attitudes and knowledge relating to business and industry. (NCC 
1990 p.1) NCC 4 (EIU) and subsequent documents NCC 1992, offer a num­
ber of suggested approaches which anable EIU to be delivered in various sub­
jects, (NCC 4 1990, p.9) but the use of a mini-enterprise (NCC4 1990, p.44) 
has been frequently used as a method of delivery for EIU in both primary and 
secondary phases of education. As Williamson reported:
"The unique contribution of mini-enterprise work was that it allowed pupils to connect 
various discrete experiences from their wider schooling and apply to a practical situ­
ation knowledge aquired from both formal schooling and broader contexts." (Williamson 
1989, p. 80)
Mini-enterprise has been to date, one of education’s major contributions to the 
development of students’ knowledge about the work of business and industry. 
The research project detailed in the following sections, attempts to establish 




The past two sections have presented a picture of an ailing industrial nation 
coupled with an educational system which is failing to meet the needs of indus­
try. A system which, either lacks the will, or the inclination, to respond to in­
dustrial and commercial demands, by providing skilled recruits capable of 
helping British companies to reverse the position and compete with a high 
skill/high value added economy in international markets. The counter claim 
seems to suggest that whilst the Government purports to favour a high 
skill/high value added economy capable of maintaining its international trading 
position, it has infact encouraged the development of an educational system 
which is more likely to encourage the development of the opposite.
Recent comparisons made with competing countries both in Europe, and 
world wide, suggest that they favour a different approach and that this may 
well be more successful in creating the type of economy favoured by the Brit­
ish government. (Ashton 1992)
The five criticisms of the educational system related to preparing students for 
the world of work outlined in the previous chapter, tend to fall into two broad 
categories. Those that relate to the development of prejudicial attitudes to­
ward industry and those that relate to the lack of skills and knowledge re­
quired to enable students to work in a modern industrial society.
The preceding sections have detailed some of the attempts that have been 
made to address these problem in secondary schools. The present govern­
ment has introduced a number of initiatives aimed at raising the profile of voca­
tional education and training, improving the image of industry in the eyes of 
both student and teachers, and making students more enterprising. These 
have included, TVEI, Compacts, Youth Opportunity Programmes, Youth Train-
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ing Schemes, City Technology Colleges, National Vocational Qualifications, 
Training and Enterprise Councils and Mini-Enterprise in Schools.
All have been internally evaluated but it is difficult to determine the effective­
ness of one initiative compared with another largely because the evaluations 
focus on process, rather than products or outcomes. Mini-enterprise is an ex­
ception to this rule, but even here, local interpretation and the lack of clear ob­
jective, makes evaluation of its effectiveness extremely difficult. Is the objec­
tive to increase students’ understanding of company organisation, or to en­
courage students to start up their own small companies? Or is it to provide a 
context which would promote the development of the knowledge and skills re­
quired to enable students to work effectively in the UK industries of the future?
Given this background of uncertainty and industrys’ general dissatisfaction 
with education’s role in ’preparing’ students for the world of work, it is easy to 
see the general attraction of mini-enterprise to teachers working in the primary 
and secondary phases of education, for it seems to address so many of the is­
sues concerning both the government and business.
Just how effective mini-enterprise is as a educational model in this context, is 
still an unanswered question, and the purpose of the present investigation.
The next section outlines the nature of research activities undertaken to ascer­
tain the value of the activity, for both students and schools.
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CHAPTER 3 
Statement of the Scope and Aims of the Investigation
In this section, a number of ideas and reactions to the use of mini-enterprise 
companies in schools will be discussed to draw out some significant ques­
tions which provide a focus for the current investigation.
Jamieson suggests that the idea of the mini-enterprise company has been,
seized upon ...(by schools) because it is a concrete way of doing something about 
enterprise." (Jamieson, 1984)
Certainly mini-enterprise companies have been very popular (with both stu­
dents and teachers) and a number of writers have suggested a number of 
positive outcomes as a result of student participation. Jamieson (et al.) for 
example, have suggested that student participation in mini-enterprise com­
panies has helped to improve, motivation, knowledge and a range of social 
skills associated with their work in school.
There have been a number of suggestions as to the apparent success of mini­
enterprise companies in these areas:
•  The novelty of the approach
• The novelty of the material
•  The type of learning involved
•  The role of the teacher
•  The link between the activities undertaken in school and those under­
taken in the world of work
• The opportunity to make money
•  The students relationships with adults
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•  The organisation of the working day (Jamieson et al. 1988; IFAPLAN, 
1986)
Every school has a different approach to mini-enterprise which is dependant 
on the students, staff and resources available. Consequently, the degree of 
success enjoyed by participating students in terms of improvements in 
their economic awareness, ‘enterprise’ skills and their attitudes towards cer­
tain working practices, may be due to a complex combination of many of 
these and other factors. Jamieson has summarised the above and suggested 
four main reasons for the success of mini-enterprises in schools:
•  students involved are active - students are doing something, there is 
feverish activity to get the show on the road, and whilst active learning 
is not the cure for everything, we should have more of it in schools
•  students have a great deal of autonomy, they are in charge of them­
selves and have a degree of independence
• students are encourage to work in groups and consequently there is a 
lot of peer pressure and help/cajoling to ensure performance
• students are provided with a focused task, with a clear target which is 
recognisable and related to the ‘real’ world’ of work. (Jamieson 1987)
Certainly the success, or otherwise, of mini-enterprises is dependant on the 
mix of a number of inter-related factors which are detailed below.
The Organisation of the Working Day
Handy suggests that the way in which schools organise themselves creates a 
block which prevents students from participating in activities which would fos­
ter enterprise.
"What employer would give his or her employees up to ten different bosses per week, in 
ten different locations, with perhaps five different working groups; would prohibit the dis­
cussion of collaboration (called cheating); and would then interrupt each task after 35 
minutes? " (Handy - in Watts & Moran, 1984 p.8)
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Mini-Enterprise companies have provided an opportunity for schools to estab­
lish different organisational structures for student learning. They sometimes 
operate outside the normal school day, in the evening and at lunchtime or 
both. On other occasions, schools suspend the normal timetable to enable 
mini-enterprises to operate for a year group or even occasionally, for the 
whole school. What is more, unlike normal lessons, they actively encourage 
group work and close collaboration between students for extended periods of 
time.
The Novelty of Approach/Type of Learning Involved
The Schools/Industry movement, largely through SCIP, has emphasised a pro­
cess rather than content approach to the work-related curriculum. The mini­
enterprise company provides students with an opportunity actively to partici­
pate in the running of a company, and this certainly enables the students to 
encounter many of the problems which challenge commercial concerns in the 
community.
Jamieson has outlined a number of issues relating to the degree of ‘realism’ 
embodied in mini-enterprise companies, suggesting that it may be neither 
possible, nor desirable truly to reflect a company operating in the local com­
munity, either in school or a work preparation unit, typically, an industrial unit 
set up to simulate the operation of a small business. (Jamieson 1985, p.211-2) 
Certainly establishing criteria to ascertain the degree of realism is fraught with 
difficulty, for within a particular mini-company certain elements may be close 
to reality and others less so. The length of time the mini-company is in oper­
ation may also change the operating parameters and in doing so effect the re­
ality of the enterprise.
Jamieson also suggests that many teachers assume that:
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"... the more real the experience, the more motivated young people will be to take part 
and perform well. Furthermore, It is assumed not only that this greater motivation will as­
sist learning but that learning will be more relevant (to the student) because it takes 
place in a realistic setting." (Jamieson 1985, p.212)
Mini-enterprises tend to be very public examples of schools in action and this 
can militate against teachers allowing students full ownership of their mini-en- 
terprise. Paradoxically, any lack of student ownership, of opportunities to 
learn from mistakes, can detract from certain learning outcomes.
Perhaps the most important feature of the mini-company for students and the 
element which adds a dimension of the world of work, is that they are involved 
with real money. This fact alone does not make their experience real, but if 
the company is responsible for money and contracts to deliver goods or ser­
vices beyond the immediate environs of the school or college, perhaps in com­
petition with companies in the local community, then:
"... it has left the world of the school and entered the economic market place." (Jamie­
son, 1985)
Many mini-enterprise companies spend a great deal of time trying to create 
new products or services and whilst it might be a laudable educational objec­
tive, it does not necessarily contribute to the realism of the mini-enterprise ex­
perience. For in industry and commerce, numerous companies are sub-con­
tracted to produce goods and services where the parameters of manufacture 
and operations are precisely pre-determined.
However the students’ previous experience, both from school and beyond 
can contribute to their enterprise experience. They tend to exercise more con­
trol over the project than they do with other aspects of their school work, 
generally using their teachers as consultants. An evaluation of the Mini-enter- 
prise in Schools Project stated;
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"The mini-enterprise experience... stood out from familiar and conventional teaching 
and learning styles. Hence its impact." (Jamieson, Hunt, Richardson, Williamson, 1988)
The Role of the Teacher
The active/experiential learning approach central to mini-enterprise, represents 
a change in the role of the teacher, from a controlling and motivating role to a 
facilitating and supporting one.
"They (mini-enterprises) provide pupils and teachers with alternative ways of learning by 
placing less emphasis on the didatic style of teaching and giving more opportunities for 
pupils to become actively involved in shaping and directing their own experience." 
(Smith, 1986 p.7)
Whilst mini-enterprise companies are not the only example of teachers using 
active and experiential styles of learning, they are also used in aspects of per­
sonal and social education (PSE - see Brandes & Ginnis 1986, 1990) it is per­
haps the most common and the most widespread.
The Link Between the Activities Undertaken in School and those Under­
taken in the World of Work
Jamieson and Lightfoot (1982) suggest that employers are not so much con­
cerned, about potential employees, formal qualifications and knowledge, than 
their attitudes towards work and the workplace. This cluster of attitudes in­
cludes the disciplines of the work place and a range of ‘life and social skills’, 
such as working with others rather than working for oneself, cooperating with 
others and of being self motivated.
The Opportunity to Make Money
Most mini-enterprise companies set out with the intention of making a profit 
and this helps to give the activity a sense of realism. It has already been sug­
gested that, in some cases, it may also provides a major motivation for the par­
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ticipating students, who respond in a radically different way to the work they 
do in their other school activities. (Handy - in Watts & Moran, 1983) Many 
people, both educationalists and others, are critical of this aspect of mini-enter­
prise. They view the activity of making money as alien to education, as sup­
porting a political objective associated with ‘the enterprise culture’. Conse­
quently the introduction of mini-enterprise was opposed by certain Local Edu­
cation Authorities, (LEAs) such as ILEA, who modified their approach to mini­
enterprise and created a Team Business Cooperative’.
The Novelty of Material
Mini-enterprise activities have tended to be unusual, although not unique, in 
that they encourage students to use their knowledge and skills to solve prob­
lems related to the world of work. The context of student activity provides op­
portunities for experiential as well as academic learning to be utilised, which in 
turn enables students to draw on a whole range of subject expertise and pre­
vious experience not necessarily gained during their formal education.
The Students’ Relationship with Adults
The Young Enterprise model has the use of Adults Other than Teachers 
(AOTs) ‘built in’ to its structure and the other models encourage the use of 
AOTs when possible. These adults bring a range of industrial and commercial 
experience which is available to students on request. The relationship be­
tween the AOT and the student is different from that between teacher and stu­
dent. It tends to be less formal than the teacher/student relationship, more a 
consultant/client relationship.
It is clear that there are certain expectations associated with the operation of a 
mini-enterprise company in school, from the Government, the business com­
munity and from the schools and teachers. All have invested time, money and
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expertise to ensure that some form of mini-enterprise can be established in 
every school.
There is no shortage of claims concerning the benefits of student participation 
in mini-enterprise companies. Some of these can be substantiated by the ex­
perience of many years, others may be clarified at some point in the future.
The purpose of the present investigation is, to establish what participation in a 
mini-enterprise company contributes to students’ knowledge about, and atti­
tudes towards, business. The investigation should also establish whether stu­
dents participating in mini-enterprise companies use skills they have acquired 
from, various subject areas and situations outside of school and whether the 
experience enables them to develop new skills. This will be achieved by en­
quiries made before and after their involvement and the outcomes will be com­
pared with students who do not have such an experience.
The investigation will examine student knowledge, skills and attitudes, seeking 
to establish:
•  what knowledge, skills and attitudes are developed during a mini-enter­
prise activity.
•  whether young people are capable of understanding the complexities 
of running a business.
•  why so many students seem to be so highly motivated when they par­
ticipate in a mini-enterprise activity.
•  why so many students seem to enjoy participating in a mini-enterprise
•  whether or not students working with others cultivate the ability to rec­
ognise the contribution of all the team members.
•  whether students act responsibly towards other members of their mini­
enterprise.
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It will examine the learning processes involved during a mini-enterprise experi­
ence and seek to establish:
•  what factors (if any) contribute to the learning process during a mini­
enterprise activity.
•  the significance of the context of the mini-enterprise activity to the suc­
cess of student learning.
•  whether or not mini-enterprise enables students to take greater respon­
sibility for their own learning.
Finally, it will examine the contibution made by contextual factors associated 
with mini-enterprise and seek to establish:
•  whether students draw on a range of human and physical resources, 
both within the school or college and within the wider community, in 
the context of their mini-enterprise.
Although mini-enterprise companies have been established in infant and pri­
mary schools, (Cotton & Douglas, 1990) the current investigation was re­
stricted to approximately 350 students aged between 9 and 18, from twenty 
schools as detailed in the following section.
Working Hypotheses
The following working hypotheses were formulated based on the above data. 
These will be used to provide a focus for the investigation:-
•  Students prefer active/experiential opportunities to didactic ap­
proaches when learning about business.
•  Specific activities in school or college which simulate activities found in 
the world of work, help to increase student motivation in a range of dif­
ferent subjects.
•  The application of concepts and knowledge in work simulations helps 
students to see the relevance of other subjects they study in school.
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•  Students have a clear sense of ownership of their learning when they 
participate in mini-enterprise activities.
•  Peer group pressure acts as a powerful incentive to student learning 
and aids achievement.
•  The different student/teacher relationship which operates during a mini­
enterprise helps to promote students’ self discipline.
Research Methods
There are several research paradigms used to investigate the significant ques­
tions, some provide an particular emphasis on the individual, others attempt to 
establish rules to explain human behaviour. (Cohen & Manion, 1989) If one 
views social interactions in the same way as the physical world, as though 
they were a ‘hard, external and objective reality’, then:
"... the scientific investigation will be directed at analysing the relationships and regu­
larities between selected factors in that world. It will be predominantly quantitative " 
(Cohen & Manion, 1989 p. 8)
The important features when utilising this approach are, the identification and 
measurement of the concepts being investigated and the underlying themes 
operating. (Burrell & Morgan, 1979) Such an approach is often referred to as 
‘nomothetic’.
An alternative view of social reality stresses the importance of the subjective 
experience of individuals and the way in which they create, modify and inter­
pret the world in which they find themselves. This approach adopts a qualita­
tive as well as a quantitative aspect. In this paradigm the focus is on the expla­
nation and understanding of:
"... what is unique and particular to the individual rather than what is of general interest." 
(Burrell & Morgan, 1979)
This approach to understanding individual behaviour is termed idiographic.
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The problem with idiographic approaches is that they tend to be very time con­
suming, it is usually difficult to establish the typicality of data and if external 
factors are found to be influencing the object of study, it is difficult, if not im­
possible to include them in the investigation. (Wilson 1984, p.31) Perhaps the 
most damming criticism of such studies is that they tend to be difficult to repli­
cate. Consequently, the use of approaches in this paradigm would be inap­
propriate for the present study because of the difficulty of relating the findings 
to other work in the field.
Consequently, it was decided to work using nomothetic methods and one of 
the most common forms of data collection used in this paradigm is some form 
of survey, conducted either by questionnaire or interview. This is no doubt be­
cause:
"An interviewer (or a well designed self completion questionnaire ) can elicit information 
from a respondent which covers a long period of activity yet can be summarised in 
answer to a question in a few minutes." (Wilson 1984, p.35)
The survey method is often combined with some form of ‘experiment’ and 
there was an opportunity within the present context to conduct a simple form 
of ‘experiment’ by questioning students about their knowledge, skills and atti­
tudes before and after their mini-enterprise experience. The difficulty of estab­
lishing what is cause and what is effect, is not underestimated, but the exist­
ence of a ‘control’ group (described later) helps limit certain of these ambi­
guities.
The reliability of an experimental approach could be enhanced by the use of 
several methods of data collection. Wilson suggests:
"Other things being equal, an interviewer-administered survey is to be preferred on the 
grounds of accuracy." (Wilson 1984, p.33)
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Therefore the combination of a self-completion questionnaire, followed up by 
some form of interview would provide a wide range of data. These could be 
contextualised by the use of observational techniques which would enable stu­
dents to base their responses on their recorded actions.
Unfortunately, there are certain disadvantages connected with the survey 
method. No questionnaire, or personal interview is ever neutral. The example 
of the political orientation of ‘enterprise’, (Law, 1983) discussed earlier illus­
trates this point. It is also difficult for the students to indicate the quality, or in­
tensity of their responses to questions, either in a questionnaire or personal in­
terview. However, the use of a progressively more personal approach, ques­
tionnaire, to semi-structured interview, to discussion based on recorded video 
data, should help to minimise this particular shortcoming.
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CHAPTER 4
A Description of the Sample and the Procedures Used in the Study 
The Design of the Study
Perhaps the most obvious way of confirming what students learn, and their 
feelings about the work undertaken when participating in a mini-enterprise ac­
tivity, is to ask them. The validity of this approach however, is suspect, be­
cause it assumes that the students both know and understand what they have 
learned and where the learning took place. Further more, it would be difficult 
for students to disentangle what they learnt during a mini-enterprise from their 
previous experience. Therefore, to avoid simply collecting anecdotal informa­
tion and to establish an element of ‘triangulation by method’, the enquiry 
needed to be more accurately focused and it was decided to organise this in 
three phases.
•  A survey of the opinions of those with an interest in, and knowledge of 
mini-enterprise.
•  A questionnaire to be completed by students before and after a mini­
enterprise experience based on data from the original survey.
•  A collection of semi-structured interviews to enlarge on the findings of 
the questionnaire results. Some of these interviews would be focused 
on a video recording of the student activities during their mini-com­
pany experience.
The research was structured so that each phase became an integral part of 
the next. The survey established the content of the questionnaire and en­
sured that it had a measure of ’face’ and ’construct’ validity. The question­
naire would in turn provide key points which provided the basis of a semi­
structured interview with students.
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The Survey
Despite the fact that various types of mini-enterprise companies are used in 
schools (Jamieson et al 1985 pp. 205-6) as a way of promoting ’enterprise’, 
there has still been relatively little research conducted to establish the ele­
ments which contribute to the knowledge, skills and attitudes of students 
which emerged through participation in such activities. Therefore, the first part 
of the enquiry attempted to establish what were the commonly held beliefs 
about the value of these activities.
Material was collated from three sources:-
•  A review of the relevant literature, including a review of back numbers 
of SCIP News
•  A review of published data for mini-enterprise workshop activities held 
for teachers
•  A survey of the opinions of a number of industrialists, bankers, tea­
chers and of other educationalists involved in enterprise education in 
schools, trade unionists and a sample of students who had partici­
pated in a mini-enterprise activity.
The School Council Industry Project (SCIP) now The School Curriculum Indus­
try Partnership, is a project which has been in the forefront of developing ma­
terials and teaching methodologies, which enable schools to relate to the work 
of industry and commerce. SCIP News, its quarterly publication, has been do­
cumenting examples of various enterprise activities for the past 10 years, al­
though early editions of were only printed in limited numbers. Some of the 
more recent examples of these reports were examined for details of changes 
in the knowledge, skills and attitudes, claimed to have been found in participat­
ing students. (SCIP News numbers 12-25 1985-1990) These were logged 
under the three general headings, (changes in) Knowledge, Skills and Atti­
tudes. (Appendix 1)
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Teachers attending SCIP mini-enterprise training courses were invited to sug­
gest the knowledge, skills and attitudes which they felt could be developed 
during a mini-enterprise activity. Their suggestions were reported in course 
evaluation documents. (SCIP, 1986 pp. 13-22) (SCIP, 1987 pp. 31-35)(Appen­
dix 2)
The approach was extended in this enquiry by a survey, either by a personal 
approach or by letter, in which contributions were solicited from local industrial­
ists, bankers, SCIP Co-ordinators, union representatives, teachers and stu­
dents who had experience of mini-enterprise. (Appendix 3)
The purpose of the enquiry was outlined and each contributor was asked 
what they felt were the key skills involved in running a mini-enterprise; what 
knowledge they believed could be gained by participating students; and how 
their attitudes were changed during the experience. Respondents were free 
to record their views in any way they wished. The results varied, both in style 
and the length of the response. Most were in the form of key words or 
phrases, one was a detailed narrative. The approach used to elicit a response 
from students had to be slightly more structured and their responses varied, 
from a detailed but virtually illegible report, to a sheet of highlighted key words 
or phrases.
In all, over 80 different contributions were received as detailed in Table 1. This 
represented approximately 85% of the requests made. Unfortunately, certain 
groups responded better than others, only two out of ten trade union repre­
sentatives responded for example. This was almost certainly because few 
trade unions have full time personnel with time to work with students in 
schools, but perhaps also because those that did, had little experience of 
work related to mini-enterprise companies.
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Once received, each response was analysed and key words or phrases identi­
fied and tabulated. For example, one SCIP co-ordinator suggested:
"Punctuality; both to meetings and to keeping deadlines".
The key words extrapolated from this statement were: ’Punctuality’ (An 
example of an attitude - if it was their own company, did it matter whether they 
were late or not?)(see Appendix 3) and ’Meeting Deadlines’ (In one sense this 
could be seen as an extension of punctuality - delivering goods on time, in an­
other way, it was a skill, that of establishing how long certain tasks would take 
and therefore establishing realistic delivery targets). In the case of a response 
which simply stated ’Team Building’, the statement was used in its entirety.
TABLE 1
Numbers of people contributing to the initial survey about the knowledge, skills and atti­





Trades Union Reps. 2
Pupils who had taken part in Enterprise activities 53
This was not a strictly representative sample, but since the objective was to 
gain as broad a view as possible, and all contributions added to the picture of 
the experience mini-enterprise companies gave to participating students, this 
was not considered to be unduely damaging.
This procedure thus established widely held views as to the key areas of 
knowledge, the key skills and attitudes that were developed by students par­
ticipating in a mini-enterprise activity. The results of the survey confirm many
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of the findings of similar previous surveys detailed in chapter two, for example, 
Forbes & Miller (1988).
The Questionnaire
Each of the key areas were ’targeted’ by a series of questions and a bank of 
over 400 such questions was produced. The questionnaire was then con­
structed to ensure that, on completion, each student would be asked for his or 
her view about each of the concepts identified in the initial survey. (See Appen­
dix 9) Each question was then carefully considered and judged for its suita­
bility in terms of, content, vocabulary, interest and possible ambiguity.
This task was performed by a panel of ‘judges’ which included, a teacher ex­
perienced in the field of enterprise education, a SCIP Co-ordinator and an In­
dustrialist. The panel provided a cross-section of opinion from people with 
considerable experience in working with students participating in various 
forms of mini-enterprise.
They were asked to examine the bank of questions and to identify any which 
they felt to be inappropriate for the reasons outlined above. They were also 
asked to indicate whether or not they felt the questions were valid means of es­
tablishing individual students’ knowledge, skills and attitudes in the areas 
being addressed. (Appendix 9)
An initial attempt was made to construct a questionnaire which would be suit­
able for secondary school students with a wide range of reading ability, by the 
use of graphics, photographs or diagrams, as well as direct questions. How­
ever it quickly became clear that this would make the questionnaire confusing 
and virtually impossible to administer. Attempts to make it accessible to the 
poor reader, or the student of limited ability would make it dull to the average, 
or above average student. It was therefore decided to write the questionnaire
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for use across the whole spectrum of ability likely to be encountered in a com­
prehensive school, although the language used would be more appropriate 
for students of average and above average ability as defined by staff within 
each school. The protocols accompanying the questionnaire enabled it to be 
used with students with a wide range of ability, as it allowed students to ask 
for clarification about any question during the completion session.
Two different formats were used in the questionnaire. In the first (A), a Likert 
type scale was used. A statement was presented to the students who were 
asked to record whether they, Strongly Agree, Tend to Agree, Disagree, or 
Strongly Disagree. Four categories were chosen to ensure students regis­
tered agreement or disagreement and did not simply play safe and opt for a 
category in between.
eg. "Adults tend not to take my ideas seriously because I am at school."
I, StronglyAgree/Tend to Agree/Disagree/Strongly Disagree
In the second (B) format, students were presented with an initial statement, fol­
lowed by four related statements and they were invited to suggest which of 
the second batch of statements in their opinion best matched the first, which 
was the second best fit, and so on. The responses obtained from the stu­
dents, whilst less clearly delineated than those obtained from the type A ques­
tions, were nevertheless valuable because they recorded student responses 
to related issues without repetative questioning. It was felt that this format 
would help to maintained student interest and motivation whilst completing the 
questionnaire, (see, Youngman, in Bell et al. 1984, pp. 157-169)
eg. "Some companies encourage their employees to work as a team beause:
(a) It overcomes the individual’s weakness
(b) It produces more useful ideas
(c) It prevents unhealthy competition within the company
(d) It enables the boss to have more control over his/her employees
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A sample questionnaire (Appendix 4) was constructed and administered to 32 
students, male and female. Teachers were asked to select students who 
would be typically in each of three broad categories, those of average general 
intellectual ability, those with below average general intellectual ability, and 
those with above average general intellectual ability, aged between 11 and 17 
years, in preference to a screening test of some kind. The justification for this 
approach is offered by Denton and Postlethwaite.
" It could be reasonably expected that a teacher would know the pupils as individuals 
on a wide appropriate set of subject-specific criteria, and provide the sort of evidence 
that group tests cannot easily produce in a normal school. " (Denton & Postlethwaite, 
1985 p. 52)
The below average group did not contain students who had severe reading dif­
ficulties but it was felt that less able student would be able to participate if they 
could call on the assistance of their teacher when they found difficulty in under­
standing aspects of the questionnaire, (see Appendix 5, p.43)
The questionnaire responses were analysed to establish whether or not cer­
tain questions had failed to evoke a different response from different students 
on the first and second occasions. A small number of questions elicited the 
same response from virtually every student in the pilot sample. If all students 
were responding in the same way to certain questions, there seemed little 
point in continuing to include them, as the answer was a foregone conclusion.
It was therefore decided that these questions would either be modified, or 
eliminated completely from the questionnaire. (Youngman 1984, p. 172) This 
process left 50 questions of the first type (A) and 20 of the second type (B) in 
the questionnaire. (Appendix 5)
The new questionnaire was then given to a similar group of students (32) on 
two occasions approximately one month apart. The responses elicited from 
students participating in the second pilot on the two occasions were then
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correlated using a Pearson correlation coefficient. The analysis was made to 
establish the reliability of the questions to ellicit the same response from stu­
dents over a period of time. The results were most encouraging producing 
high correlations (lowest P = . 5206) and very high correlations in most cases 
(P = 1.0). (Appendix 8)
Student Sample
‘Internal validity’ of the investigation was addressed by establishing a ’Control 
Group’ of students. That is, a group of students in the same year group as 
the students participating in the mini-enterprise, from the same school, who 
were not involved in a mini-enterprise company. This group represented ap­
proximately 10% of the total sample. The students in the control group were 
also selected using the same three ability groupings, from below average, 
average and above average in general intellectual ability (as defined by their 
teachers (detailed above) and of both genders (where applicable, some 
schools were single sex). This group was matched where possible within 
each of the twenty sample schools using the following variables:- age, gender, 
type of school, location of school and general ability. Where such matching 
within the same school was not possible, (2 schools in the sample) a control 
group of students from a ‘matched’ school of the same type was used. Stu­
dents in these control groups were selected by location, age, ability and gen­
der to ensure as close a match as possible with the ‘enterprise group’. By 
comparing the results obtained from the students participating in a mini-enter- 
prise, with those of fellow students not involved with the activity, before and 
after the mini-enterprise activity, it was hoped to indicate changes in knowl­
edge, attitudes and skills in the mini-enterprise group, which were not indi­
cated by other students.
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A sample of schools which were planning to develop mini-enterprise com­
panies during the eighteen month period, from September 1990 until Decem­
ber 1991, during which the research was planned, were approached. Initially 
this was done using a general notice on an educational electronic mail net­
work (Times Network) and by personal contacts made through the Mini-Enter­
prise in Schools Project (MESP) and the SCIP network. All offers of assist­
ance were followed up and details of the project together with an outline of re­
quired student involvement, were sent to schools. At this point some schools 
felt that they were not able to help by administering the questionnaire because 
of various logistical constraints. However, some of these schools did facilitate 
interviews with groups of students (detailed later).
The process of recruiting schools to participate in the research described in 
the previous paragraph, enabled a ‘Dimensional Sample’ to be established. 
(Cohen & Manion 1990, p. 103) ‘External Validity’ was then addressed by se­
lecting schools from four counties in the south of England which were either 
middle or secondary schools largely in the maintained sector, to enable the 
desired age profile to be obtained. Using schools from different counties 
across a large geographical area provided data from sources subject to 
numerous external influences. Where as school selected from one county 
may all have been influenced by a particular initiative, or a particular adviser 
working within the county boundaries.
Twenty of the original schools which responded to the request for assistance 
with the project agreed to take an active part and contact was established with 
the Headteacher as well as the appropriate member(s) of staff, prior to the ad­
ministration of the questionnaire.
The schools included middle schools, comprehensive schools, grammar 
schools, secondary modern schools, sixth form colleges and one independent
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TABLE 2
% of Students (n = 345) (from 20 schools of Various Types) Included in the Sample
Middle Schools 22%
Grammar Schools 3%
Secondary Modern Schools 0.5%
Comprehensive Schools 11-16 45%
Comprehensive Schools 11-18 18%
Comprehensive Schools 12-16 9%
Sixth Form Colleges 3.5%
school.) They were located in urban, rural and semi-rural areas (Table 2). The 
schools were asked to provide the information about students as outlined 
above to help with later analysis.
Students participating in the project were required to complete a pre and post 
mini-enterprise questionnaire. It was also necessary to follow-up the question­
naire by conducting a semi-structured interview with some of the students dur­
ing the next part of the research to see whether the whole process was re­
liable. At the end of the second part of the research, 424 (ie. 345 +79 in the 
Control Group) ( + 32 in pilot) students from twenty schools or colleges were 
eventually able to complete both questionnaires.
TABLE 3
(n = 345) (from 20 schools)





Statistical Analysis of Questionnaire Data
To enable a comparison of the pre and post mini-enterprise data collected 
from the questionnaires, responses had to be coded. In part one of the ques­
tionnaire, the responses were coded 1 for Strongly Agree (SA), 2 for Tend to 
Agree (A), 3 for Disagree (TD) and 4 for Strongly Disagree (D).*
In part 2, (the ‘B’ questions) of the questionnaire, each of the four statements 
were coded 1 for a first choice, 2 for a second etc. In this way the students 
were able to record, their strength of feeling relating to certain issues, or level 
of economic understanding. The analysis of the data relating to the second 
group of questions (the ’B’ questions) was less clear cut than that of the for­
mer group (the ’A’ questions). Although students indicated their preferred 
choice, there was no clear distinction between the 1,2,3 and 4th categories. 
However, as particular attention had been given to the relevance and validity 
of the content of questions used in all parts of the questionnaire, changes in 
the students’ extreme responses, that is, their first and last choices, were of 
particular interest in the present study. This format provided a broad sweep 
approach to the questionnaire survey and enabled a wide range of related 
data to be considered by participating students. (Youngman, in Bell et al., 
1984, p. 160; & Cohen & Manion 1989, p.317)
These codes were tabulated along with the other general information about 
school, location, size etc. and fed into a computer programme for statistical 
analysis. The programme used for the analysis was Special Program for the 
Social Sciences, SPSS(x). By using SPSS(x) it was possible to establish a 
Pearson product-moment correlation between:
•  Each student’s responses before starting a mini-enterprise and on 
completion of the experience.
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•  The responses of the students taking part in the enterprise experience 
and the control group at each of the above stages
It was therefore possible to establish if there had been any significant changes 
in the responses given by the students who had taken part in a mini-enterprise 
experience compared with the control group.
The strength of the correlation figure given by SPSS(X) is expressed as a num­
ber from + 1.0 to -1.0.
" A negative coefficient means that when one variable is higher in value, the other vari­
able tends to be lower in value. A positive coefficient means that, when one variable is 
higher, the other variable tends to be higher." (Medderson, 1987)
Whilst changes in response from the first completion of the questionnaire to 
the second may have been due to random factors unrelated to the mini-enter- 
prise experience, the comparison between the ’Mini-enterprise’ group and the 
control group ensures the internal validity of the data collected. Furthermore, 
to ensure that the results gained from the questionnaire were representative 
and not skewed by student sensitivity to the questions being asked in the 
questionnaire, a form of triangulation by method was established by a follow 
up semi-structured interview with a sample of participating students. This in­
volved establishing a response from students using more than one method of 
data collection .
The Semi-Structured Interview
Semi-structured interviews were conducted in ten schools identified as 
schools A to J. (see Table 4) To gain a student perspective of work during a 
mini-enterprise it was desirable to conduct interviews without the teacher 
being present. This was a sensitive area and therefore, when teachers re­
sponded to the initial request for assistance, a description of the research and 
its aims was sent to the school. If the teacher involved agreed in principle to a
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student interview session, a formal request for student involvement was sent 
to the headteacher. This usually resulted in a personal interview between the 
member of staff involved, the researcher and the headteacher, although on 
one occasion, the discussion took place on the telephone.
CHART 4
PROFILE OF SCHOOLS CONTRIBUTING TO SEMI-STRUCTURED STUDENT INTERVIEWS
School A An 11-16 mixed comprehensive school, in a semi-rural country town with 1300
students on role. (A Y.E. Company, 20 students interviewed)
School B A 12-16 mixed comprehensive school, located in a semi-rural catchment area,
with 750 students on role. (A Y.E. Company, 8 Students interviewed)
School C An 8-13 mixed middle school in a semi-rural location, with 550 students on role.
(A mini-enterprise (ME) Company, 15 students interviewed)
School D An 8-13 mixed middle school located in a rural market town with 480 students
on role. (A ME Company, 12 students interviewed)
School E An 11-18 mixed comprehensive school in an urban area, with 1100 students
on role. (A ME Company, 12 students interviewed)
School F An 11 -18 mixed comprehensive upper school located in a semi-rural town,
with 1200 students on role. (A ME Company, 10 Students Interviewed)
School G An 11 -18 girls comprehensive school in an urban area with 1400 students
on role. (A ME Company, 30 students interviewed)
School H An 12-16 mixed comprehensive school in a semi-urban area, with 700
students on role. (A ME Company, 9 students interviewed)
School I An 8-13 mixed middle school in a rural area, with 500 students on role.
(A ME Company, 12 Students interviewed)
School J A 16-18 mixed sixth form college located in an urban area with 600 students
on role. (A ME Company, 14 Students interviewed)
All interviews were based on the same set of questions (Appendix 10) which 
was sent to the headteacher and the teacher concerned, prior to the com­
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mencement of student interviews. It was explained that confidentiality for all 
concerned would be respected and consequently, specific feedback on inter­
views with students, would not be possible, but each school would receive a 
copy of the reseach findings when the project had been concluded.
Teachers were advised that the nature of semi-structured interviews of this 
kind, often resulted in the generation of follow-up questions which expanded 
the original set of questions. Each school was given a categorical assurance 
that no school, individual pupil or teacher would be identified, other than by 
type, age of student and broad location (ie. rural, semi-rural, urban).
The students were normally interviewed in groups of between six and ten, al­
though in one case a whole tutor group was present with nominated spoke 
persons to respond to most of the questions. In each case, the coordinating 
teacher attempted to ensure that the interview groups had a representative 
sample of the participating mini-enterprise students, so that there was a gen­
der balance, and students of differing abilities, reflecting the situation that 
existed during the operation of the mini-enterprise company.
At the beginning of each interview, students were given a brief description of 
the research and its purpose. Their permission was requested for the inter­
view to be taped on the understanding that the contents of the tape would not 
be revealed to any third party, including their teacher(s). All of the students 
agree and the interviews were recorded on audio tape and transcribed in full, 
(eg. Appendix, 7(a) & 7(b)
The interviews with students and their teachers served two purposes. First, to 
enlarge on the data gleaned from the questionnaire, second, to help establish 
the validity of the questionnaire data.
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The questionnaire focused on a relatively large number of students who had 
participated in a mini-enterprise experience. Whilst this gave a breadth to the 
investigation it was important to ensure that the responses given bore some 
relationship to the students’ actual experience. Therefore, to provide depth to 
the investigation, the semi-structured interviews were conducted with ten 
groups of students, approximately 120 students in number, who had recently 
completed a mini-enterprise activity. Ideally, it would have been useful to fol­
low up the questionnaire with a semi-structured interview with all students.
This however was not posssible owing to the time required and the depend- 
ance on the goodwill of both students and participating schools. To complete 
both the questionnaire and the semi-structured interview required at least two 
hours, and a minimum of two visits.
Therefore, several schools which, for some reason or other were unable to 
complete the questionnaire, did facilitate an interview session with students. 
Over fifty percent of the students interviewed had also completed the question­
naire.
To establish a clear picture of what happened during the mini-enterprise which 
could be discussed during the semi-structured interview, and to ensure stu­
dent responses were based on concrete experiences, three schools were 
asked to video tape their work during the course of the enterprise experience. 
Students were loaned a video recorder, trained in the use of the video equip­
ment and were provided with the necessary videotapes. They were requested 
to provide examples on videotape of all aspects of the life and work of their 
mini-enterprise company, to provide an overview and not to dwell on any as­
pect of the company’s work. With that exception, they had complete editorial 
control of the video produced.
118
The focus of the other interviews was based on issues which were highlighted 
in the questionnaires, (eg. Appendix 7a) Students were questioned particular­
ly in areas where strong agreement, or disagreement had been registered in 
the questionnaire. In the schools where students had video taped their acti­
vities, the teachers involved were also interviewed in an attempt to establish a 
common understanding of the responses given and how they related to the 
activities that had taken place. (Examples of Transcripts in Appendix 7a and 
7b)
* (NB. There was a printing transcription error in the questionnaire document relating to the 
part ’A’ questions. In the questionnaire protocol (p.43 The three categories were described as, 
(ST) Strongly Agree, (A) Tend to Agree, (D) Disagree, (SD) Strongly Disagree. At the top of the 
response columns the categories were transcibed as Strongly Agree (SA), Agree (A), Tend to 
Disagree (TD) and Disagree (D). Since students were 'talked through’ the protocol, and no con­
cerns were reported by teachers, nor observed by the author relating to this transcription error, 
and since the natural progression from a strong agreement to a strong disagreement was main­




The content of the questionnaire was based on the returns received from the 
industrialists, bankers, teachers, students, trade unionists etc., as outlined in 
the previous chapter. Some of the statements suggested were highly specific 
and related to the respondent’s own occupation rather than to what could real­
istically be expected of students in schools and colleges. Nevertheless, Appen­
dix 3 indicates that there was a considerable measure of agreement about the 
development of skills, the accumulation of knowledge and the changes in atti­
tude brought about by student involvement in a mini-enterprise, between the 
various groups involved in the initial survey. This enabled the questions used 
to focus on specific areas felt to be of importance in mini-enterprise activities 
and were incorporated in the pilot questionnaire (Appendix 4 & Appendix 9).
A close examination of Appendix 9 indicates that some of the questions do not 
appear to relate to any specific area identified by the panel of experts. For 
example, in part ’A’ of the questionnaire, question numbers 4,33,45,48 and 50, 
and in part ’B’ question number 16. However, these questions were necess­
ary to ensure a comprehensive presentation of the activities involved in the 
running of a mini-enterprise, when the questionnaire was presented to stu­
dents participating in the study. These questions addressed contextual issues 
relevant to the study and the responses were helpful in building a comprehens­
ive picture of student activities in a mini-enterprise activity when considered in 
conjunction with student responses in the semi-structured interviews.
Data presented in italics within brackets refers to the control group. Data to the right refers to 
group sub-totals in type 'A ’ questions, i.e. The group in agreement; Strongly Agree + Tend to 
Agree, or Disagree + Strongly Disagree (* see note in chapter 4)
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Explanation of Data Charts Described in this Section
Reference Number of Question from 
Questionnaire - A = Part 1, B = part 2
Statement from Questionnaire
Q A321 generally like to collect all the relevant information before making decisions about 
a problem.
Before Mini-enterprise 
(n = 346) (n = 71)
Strortaly Agree 
Tend to Agree 
Disagree
Strongly Disagree 
Corr. qo. = .3821 (.3582)
Number in the Mini- 
Enterprise Group 
Sample
% of Sample stating pref­
erence in each category
Q32 After Enterprise 



















P = .000 P = .002)
35.8%
(25%)




sponse before and 
after their involvement 
in the mini-enterprise. 
Mini-Enterprise Group 
in Normal Print, Con­






mal Print, Control 
Group in Brackets 
and Italics
Total of Students in 
Agreement. Tend to 
Agree plus Agree To­
tals. Mini-Enterprise 
Group in Normal 
Print, Control Group 
in Brackets and Italics 
(in ’A’ Questions only)
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Knowledge of Finance
Questions:-A 32. B 13, 15, 19.
Running a mini-enterprise company provided students with an opportunity to 
learn about the less well known intricacies of managing a company. Students 
certainly saw running a mini-enterprise as a learning experience:
".... it taught us how to be responsible with other peopie’s’money. Yes, I think that was 
the main thing. Being responsible for other people’s money, how we were going to work 
things out and the general responsibility. The organisation of it all." (school F)
The approach used was quite different to the normal lessons and it sometimes 
had the added attraction to students of enabling them to make some money. 
This cluster of questions sought to establish student views on some of the fin­
ancial aspects of running a company.
Question A32 attempted to investigate whether or not students collected all 
the relevant information before making decisions about a specific prob­
lem. This was thought by the panel to be an essential feature of financial plan­
ning.
Q A32 I generally like to collect all the relevant information before making decisions about 
a problem.
Before Mini-enterprise After Enterprise
(n = 346) (n =  71) (n = 346) (n = 71)
Strongly Agree 20.9% 15.6%
(22.5%) (25%)
Tend to Agree 60.3% 81.2% 58.7% 74.3%
(56.3%) (78.8%) (50%) (75%)
Disagree 15.4% 32.6%
(16.9%) (23.6%)
Strongly Disagree 3.5% 18.9% 3.2% 35.8%
(4.2%) (21.1%) (1.4%) (25%)
Corr. Co. = .3821 (.3582) P = .000 (P = .002)
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Many students were attracted to the mini-enterprise because it gave them an 
opportunity to run their own company and control their own finances. Ques­
tion B13 attempted to establish what students felt was the best way of raising 
the capital needed to start the business.
Question B13 - The best way of raising money to start a business is:-
To get a loan from the bank
Before Mini-enterprise After Enterprise
(n = 339) (n = 79) (n = 339) (n = 79)
1 st Choice 44.0% 39.4%
(35.6%) (29.8%)
2nd Choice 29% 31%
(40%) (36.9%)
3rd Choice 20.2% 21.7%
{21.1%) (26.2%)
4th Choice 6.7% 7.8%
(3.3%) (7.1%)
Corr. Co. .3167 (.3648) P = .000 (P = .001)
To get together with others to share the cost
Before Mini-enterprise 
(n = 340) (n = 79)








Corr. Co. = .2788 (.5615)
After Enterprise 









P = .000 (P = .000)
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To get a government grant
Before Mini-enterprise After Enterprise
(n = 338) (n =  72) (n = 338) (n = 72)
1 st Choice 13.5% 15.1%
(22.2%) (29.2%)
2nd Choice 34.1% 31.6%
(25%) (29.2%)
3rd Choice 40.3% 42.3%
(38.9%) (31.9%)
4th Choice 12.1% 11%
(8.3%) (9.7%)
Corr. Co. = .3479 (.5421) P = .000 (P = .000)
To sell some possessions to raise the required capital
Before Mini-enterprise After Enterprise
(n =  338; (n =  72) (n = 338) (n = 72)
1 st Choice 3.5% 2.9%
(2.8%) (2.8%)
2nd Choice 8.2% 7.2%
(2.8%) (6.9%)
3rd Choice 12.4% 12.8%
(8.3%) (6.9%)
4th Choice 75.9% 77.1%
(86.1%) (83.3%)
Corr. Co. =  .1497 (. 1956) P = .006 (P =  . 100)
SUMMARY - Question B13- The best way of raising money to start a business is
Before Mini-enterprise After Enterprise
To get a loan from the bank
1 st Choice 44.0% 39.4%
(35.6%) (29.8%)
To get together with others to share the cost
1 st Choice 39.3% 42.5%
(40%) (37.6%)
To get a government grant
1 st Choice 13.5% 15.1%
(22.2%) (29.2%)
To sell some possessions to raise the required capital
1 st Choice 3.5% 2.9%
(2.8%) (2.8%)
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Question B15 was perhaps the most important question in this cluster as it 
sought to establish student opinions about keeping accurate financial records. 
Question B15 It is important to keep accurate financial records:-
Because it helps plan production
Before Mini-enterprise 














Because it help prepare tax statements
Before Mini-enterprise 
(n =  338) (n = 71)
























.000 (P = .301)
After Enterprise 









P = .000 (P = . 160)
Because it prevents the company selling products at a loss
Before Mini-enterprise 













Corr. Co. =  .1498 (.7273;
After Enterprise 









P = .006 (P = .290)
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Because it helps prevent theft from the company
Before Mini-enterprise After Enterprise
(n =  338) (n = 71) (n = 338) (n =  71)
1 st Choice 17.0% 16.3%
(29.6%) (19.7%)
2nd Choice 28.7% 22.4%
(28.2%) (31%)
3rd Choice 19.0% 29.1%
(12.7%) (14.1%)
4th Choice 35.4% 32.3%
(29.6%) (35.2%)
Corr. Co. =  .1572 (.1388) p = .004 (P = .248)
SUMMARY - Question B15 It is important to keep accurate financial records:-
Before Mini-enterprise After Enterprise
Because it helps plan production
1 st Choice 23.8% 18.0%
(12.7%) (21.1%)
Because it help prepare tax statements
1 st Choice 31.4% 34.5%
(29.6%) (35.2%)
Because it prevents the company selling products at a loss
1 st Choice 28.4% 31.4%
(28.2%) (23.9%)
Because it helps prevent theft from the company
1 st Choice 17.0% 16.3%
(29.6%) (19.7%)
Question B19 attempted to explore students’ understanding of the procedures 
used when obtaining a bank loan.
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Q B19 If a bank lent you some money they would:-
Ask your parents to guarantee the loan
Before Mini-enterprise After Enterprise
(n =  332) (n = 72) (n = 332) (n =  72)
1 st Choice 10.7% 13.1%
(2.8%) (4.2%)
2nd Choice 5.7% 7.0%
(9.7%) (11.1%)
3rd Choice 14.6% 14.2%
(11.1%) (13.9%)
4th Choice 68.7% 65.7%
(76.4%) (70.8%)
Corr. Co. .3164 (-.0129) P = .000 (P = .914)
Ask what you wanted the money for and how you would pay it back
Before Mini-enterprise After Enterprise
(n =  334) (n =  72) (n = 334) (n =  72)
1 st Choice 60.4% 56.8%
(62.5%) (58.3%)
2nd Choice 19.9% 21.4%
(20.8%) (12.5%)
3rd Choice 16.1% 15.4%
(12.5%) (22.2%)
4th Choice 3.6% 6.4%
(4.2%) (6.9%)
Corr. Co. =  .1773 (.2271) P = .001 (P = .055)
Ask how much you would expect to make in the first year of business
Before Mini-enterprise After Enterprise
(n = 332) (n = 72) (n = 332) (n = 72)
1 st Choice 10.1% 11.6%
(12.5%) (18.1%)
2nd Choice 50.1% 47.4%
(40.3%) (48.6%)
3rd Choice 30.1% 29.4%
(38.9%) (26.4%)
4th Choice 9.6% 11.6%
(8.3%) (6.9%)
Corr. Co. =  .1559 (.0231) P = .004 (P = .847)
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Before Mini-enterprise After Enterprise
Ask to see last years accounts
(n =  332) (n = 72) (n = 332) (n = 72)
1 st Choice 18.2% 18.3%
(22.2%) (19.4%)
2nd Choice 24.8% 24.1%
(29.2%) (27.8%)
3rd Choice 38.8% 41.3%
(37.5%) (37.5%)
4th Choice 18.2% 16.3%
(11.1%) (15.3%)
Corr. Co. = .0920 (.2993) P = .094 (P = .011)
SUMMARY - Q B19 If a bank lent you some money they would:-
Before Mini-enterprise After Mini-enterprise
Ask your parents to guarantee the loan
1st Choice 10.7% 13.1%
(2.8%) (4.2%)
Ask what you wanted the money for and how you would pay it back 
1st Choice 60.4% 56.8%
(62.5%) (58.3%)
Ask how much you would expect to make in the first year of business 
1 st Choice 10.1% 11.6%
(12.5%) (18.1%)
Ask to see last years accounts
1 st Choice 18.2% 18.3%
(22.2%) (19.4%)
Resource Management Skills
Questions A14, B8, B10, B11 and B17.
It was difficult to identify what the students understood to be ’Resource Man­
agement Skills’ because of the fragmented way they described their activities. 
However, it was possible to gain a general impression from the way they de­
scribe how they controlled their companies.
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" We learnt management skills like trying to keep the same people in the same place at 
the same time, which was difficult because the school was open and everyone was wan­
dering around. We learnt how to keep people under control which we succeeded in 
sometimes but not often." (school B)
The cluster included questions on how the company utilised its profits and 
how it made decisions as well as the way it deployed and controlled its staff.
Q A14 Better decisions are made when the problem is discussed fully before 
hand.
Before Mini-enterprise After Enterprise
(n = 343) (n = 72) (n = 343) (n = 72)
Strongly Agree 36.7% 31%
(25%) (36.1%)
Tend to Agree 55.9% 92.8% 60.9% 91.9%
(59.7%) (84.7%) (52.8%) (88.9%)
Disagree 6.7% 7.2%
(13.9%) (9.7%)
Strongly Disagree 0.6% 7.3% 0.9% 8.1%
(1.4%) (15.3%) (1.4%) (11.1%)
Corr. Co. = .1863 (.3904) p = .001 (P = .001)
Q B8 - The best way of ensuring a successful product or service is:-
To seek the opinions of potential customers before starting production
(n =  343) (n = 78) (n = 343) (n =  78)
Before Mini-enterprise After Enterprise
1 st Choice 79.1% 79.7
(66.7%) (63.9%)
2nd Choice 9.6% 10.7
(17.8%) (19.3%)
3rd Choice 4.3% 4.1%
{13.3%) (12%)
4th Choice 7.0% 5.5%
(2.2%) (4.8%)
Corr. Co. = .2305 (.3998) P = .000 (P = .000)
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To make sure the product or service is cheap
(n =  343) (n = 78)
Before Mini-enterprise
(n = 342) (n = 78) 
After Enterprise
1 st Choice 6.4% 5.2%
(8.9%) (7.1%)
2nd Choice 32% 25.8%
(30%) (28.6%)
3rd Choice 37.2% 36.8%
(33.3%) (38.1%)
4th Choice 24.4% 32.2%
(27.8%) (26.2%)
Corr. Co. =  .1577 (.4418) P = .003 (P = .000)
To ensure there are no competitors
(n =  343) (n = 78) (n = 343) (n =  78)
Before Mini-enterprise After Enterprise
1 st Choice 7.3% 9.5%
(6.7%) (9.5%)
2nd Choice 32% 35.3
(30%) (25%)
3rd Choice 24.7% 32.7%
(31.1%) (32.1%)
4th Choice 36% 22.5%
(32.2%) (33.3%)
Corr. Co. =  .2638 (.3788) P = .000 (P = .001)
To advertise well on television
Before Mini-enterprise After Mini-enterprise
(n =  342) (n = 78) (n = 342) (n =  78)
1 st Choice 7.0% 6.1%
(10%) (20.2%)
2nd Choice 26.7% 28.1%
(37.8%) (39.3%)
3rd Choice 33.7% 26.4%
(32.2%) (19%)
4th Choice 32.4% 39.4%
(20%) (21.4%)
Corr. Co. =  .2886 (.4080) P = .000 (P = .000)
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SUMMARY - Q B8 - The best way of ensuring a successful product or service is:-
Before Mini-enterprise After Enterprise
To seek the opinions of potential customers before starting production
1st Choice 79.1% 79.7
(66.7%) (63.9%)
To make sure the product or service is cheap
1 st Choice 6.4% 5.2%
(8.9%) (7.1%)
To ensure there are no competitors
1 st Choice 7.3% 9.5%
(6.7%) (9.5%)
To advertise well on television
1 st Choice 7.0% 6.1%
(10.0%) (20.2%)
Question B10 - A company needs profits to:-
Make money for the owner
Before Mini-enterprise 













Corr. Co. =  .4778 (.3502)
To ensure the workforce keep their jobs
Before Mini-enterprise 
(n =  340) (n =  79)
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P = .000 (P =
After Enterprise 






















To enable the company to survive during bad times
Before Mini-enterprise After Enterprise
(n =  340) (n = 79) (n = 340) (n =  79)
1 st Choice 26.9% 33.9%
(24.4%) (28.2%)
2nd Choice 38.0% 32.2%
(24.4%) (31.8%)
3rd Choice 21.9% 22%
(24.4%) (17.6%)
4th Choice 13.2% 11.9%
(26.7%) (22.4%)
Corr. Co. = .2777 (.4085) P = .000 (P = .000)
To enable it to invest in new ideas in the future
Before Mini-enterprise After Enterprise
(n = 340) (n = 78) (n = 340) (n =  78)
1 st Choice 43.9% 37.7%
(43.3%) (36.9%)
2nd Choice 25.7% 32.5%
(32.2%) (40.5%)
3rd Choice 20.2% 20.6%
(21.1%) (15.5%)
4th Choice 10.2% 9.3%
(3.3%) (7.1%)
Corr. Co. = .2334 (.3210) P = .000 (P =  .004)
SUMMARY - Question B10 - A company needs profits to:-
Before Mini-enterprise After Enterprise
Make money for the owner
1 st Choice 8.5% 9.0%
(3.3%) (7.1%)
Ensure the workforce keep their jobs
1 st Choice 21.1% 19.7%
(16.7%) (21.2%)
Enable the company to survive during bad times
1 st Choice 26.9% 33.9%
(24.4%) (28.2%)
Enable it to invest in new ideas in the future
1 st Choice 43.9% 37.7%
(43.3%) (36.9%)
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Q B11 - If the company has so many orders that it cannot supply goods on 
the day promised it should:-
Refuse to return customer telephone calls
Before mini-enterprise After Enterprise
(n =  339) (n = 79) (n = 339) (n = 79)
1 st Choice 4.1% 5.5%
(1.1%) (3.5%)
2nd Choice 8.5% 5.2%
(13.3%) (14.1%)
3rd Choice 51.6% 51.3%
(57.8%) (48.2%)
4th Choice 35.8% 38%
(27.8%) (34.1%)
Corr. Co = . 1502 (.2003) P = .006 (P = .077)
Sack the sales manager
Before Mini-enterprise After Enterprise
(n =  339) (n = 78) (n = 339) (n =  78)
1 st Choice 3.2% 3.5%
(3.3%) (7.1%)
2nd Choice 6.7% 7.2%
(13.3%) (8.3%)
3rd Choice 34.6% 38.0%
(31.1%) (33.3%)
4th Choice 55.4% 51.3%
(52.2%) (51.2%)
Corr. Co. =  .1360 (.5685) P =.012 (P = .000)
Tell the customer the problem and hope that they understand
Before Mini-enterprise After Enterprise
(n =  341) (n = 79) (n = 341) (n = 79)
1 st Choice 72.2% 71.1%
(63.3%) (68.2%)
2nd Choice 19.9% 20.8%
(18.9%) (15.3%)
3rd Choice 5.6% 4.6%
(12.2%) (10.6%)
4th Choice 2.3% 3.5%
(5.6%) (5.9%)
Corr. Co. =  .1644 (.5441) P = .002 (P = .000)
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Speed up production and make everyone work overtime to try and finish the order
Before Mini-enterprise After Enterprise
(n = 339) (n = 79) (n = 339) (n = 79)
1 st Choice 20.8% 20%
(20%) (14.1%)
2nd Choice 64.8% 66.7%
(67.8%) (72.9%)
3rd Choice 8.2% 6.1%
(8.9%) (8.2%)
4th Choice 6.2% 7.2%
(3.3%) (4.7%)
Corr. Co. = .0944 (.2709) P = .083 (P = .016)
SUMMARY - Q B11 - If the company has so many orders that it cannot supply goods on 
the day promised it should:-
Before mini-enterprise After Enterprise
Refuse to return customer telephone calls
1 st Choice 4.1 % 5.5%
(1.1%) (3.5%)
Sack the sales manager
1 st Choice 3.2% 3.5%
(3.3%) (7.1%)
Tell the customer the problem and hope that they understand 
1st Choice 72.2% 71.1%
(63.3%) (68.2%)
Speed up production and make everyone work overtime to try and finish the order 
1st Choice 20.8% 20.0%
(20.0%) (14.1%)
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B17 - The best way to ensure your company produces good quality products 
is:-
To design the product so that it can be easily made without special skills
Before mini-enterprise After Enterprise
(n = 337) (n = 72) (n = 337) (n =  72)
1 st Choice 15.3% 16.3%
(11.1%) (11.1%)
2nd Choice 12.9% 14%
(13.9%) (9.7%)
3rd Choice 21.2% 21.2%
(22.2%) (19.4%)
4th Choice 50.6% 48.5%
(52.8%) (59.7%)
Corr. Co = .1976 (.3712) P = .000 (P =  .001)
To have a series of quality control checks
Before mini-enterprise After Enterprise
(n = 336) (n = 72) (n = 336) (n = 72)
1st Choice 38.1% 41.6%
(40.3%) (40.3%)
2nd Choice 29.8% 27.6%
(23.6%) (26.4%)
3rd Choice 22.1% 23.3%
(20.8%) (22.2%)
4th Choice 10% 7.6%
(15.3%) (11.1%)
Corr. Co. =  .1563 (.0934) P = .004 (P =  .435)
To give a guarantee with each product sold
Before mini-enterprise After Enterprise
(n =  337) (n = 72) (n = 337) (n =  72)
1 st Choice 23.8% 20.6%
(19.4%) (15.3%)
2nd Choice 28.2% 29.7%
(31.9%) (30.6%)
3rd Choice 28.8% 26.7%
(30.6%) (31.9%)
4th Choice 19.1% 23%
(18.1%) (22.2%)
Corr. Co. =  .2296 (.3247) P = .000 (P = .005)
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Organise courses so that employees take the idea of quality seriously
Before mini-enterprise After Enterprise
(n = 339) (n = 72) (n = 339) (n = 72)
1 st Choice 23.5% 21.7%
(29.2%) (33.3%)
2nd Choice 29% 28.4%
(30.6%) (33.3%)
3rd Choice 27.6% 29%
(26.4%) (26.4%)
4th Choice 19.9% 20.9%
(13.9%) (6.9%)
Corr. Co. = 2476 (.3162) P = .000 (P = .007)
SUMMARY - B17 - The best way to ensure your company produces good quality pro­
ducts is:-
Before mini-enterprise After Enterprise
To design the product so that it can be easily made without special skills
1st Choice 15.3% 16.3%
(11.1%) (11.1%)
To have a series of quality control checks
1st Choice 38.1% 41.6%
(40.3%) (40.3%)
To give a guarantee with each product sold
1st Choice 23.8% 20.6%
(19.4%) (15.3%)
Organise courses so that employees take the idea of quality seriously
1 st Choice 23.5% 21.7%
(29.2%) (33.3%)
Knowledge of the Banking System
The responses to questions B13 about raising money, B15 about the import­
ance of keeping financial records, and B19 about the expectations of banks 
when customers request loans, have already been detailed above. 
Not all the mini-enterprise companies needed to borrow money to start their 
business, choosing instead to find the capital required by selling shares, or 
using their own resources. Many of the younger students participating in a
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mini-enterprise were very cautious when it came to borrowing money from a 
bank, particularly, when large sums of money were involved. However, once 
the need for financial resources had been established in a business or action 
plan they approached the bank in a positive and often assertive manner.
"At the beginning Mr. 'T  (the headteacher) said he would be giving loans of no more 
than £5.00 or £6.00 but we thought we needed £25.00 to buy the materials with so we 
sort of went for it and got the loan. We didn’t say how much we wanted as soon as we 
went in because they might have said no straight away. So we showed them what we 
were doing and put off saying how much we wanted right to the very end." (school D)
Question B20 sought to establish how important students felt market research 
was to their business.
Q B20 - It is important to conduct market research because:- 
It helps to produce an action plan
Before mini-enterprise After Enterprise
(n = 333) (n =  72) (n = 333) (n =  72)
1 st Choice 18.4% 18.4%
(15.3%) (23.6%)
2nd Choice 15.4% 14.3%
(11.1%) (9.7%)
3rd Choice 33.5% 33.2%
(43.1%) (30.6%)
4th Choice 32.6% 34.1%
(30.6%) (36.1%)
Corr. Co. = .1888 (.3113) p = .001 (P = .008)
It helps the company to advertise its product or service
Before mini-enterprise After Enterprise
(n = 333) (n =  72) (n = 333) (n = 72)
1 st Choice 7.4% 9.9%
(12.5%) (16.7%)
2nd Choice 17.2% 15.2%
(16.7%) (11.1%)
3rd Choice 38.9% 35.6%
(23.6%) (31.9%)
4th Choice 36.5% 39.4%
(47.2%) (40.3%)
Corr. Co. = .2086 (.3501) P = .000 (P =  .003)
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It helps the company to design its products or services to suit public taste
Before mini-enterprise After Enterprise
(n =  333) (n = 72) (n = 333; (n = 72)
1 st Choice 36.9% 31.4
(41.7%) (37.5%)
2nd Choice 32.4% 39.2%
(30.6%) (33.3%)
3rd Choice 16.7% 18.6%
(16.7%) (16.7%)
4th Choice 14% 10.8%
(11.1%) (12.5%)
Corr. Co. = .1554 (.2027) p = .004 (P =  .088)
It provides information which helps the company to sell its products or services at a price
people are willing to pay
Before mini-enterprise After Enterprise
(n = 334) (n = 72) (n = 334) (n = 72)
1 st Choice 37.6% 40.5%
(30.6%) (22.2%)
2nd Choice 34.9% 31.2%
(41.7%) (45.8%)
3rd Choice 10.9% 12.5%
(16.7%) (20.8%)
4th Choice 16.6% 17.7%
(11.1%) (11.1%)
Corr. Co. = .1922 (.1078) P = 000 (P = .367)
SUMMARY - Q B20 - It is important to conduct market research because:-
Before mini-enterprise After Enterprise
It helps to produce an action plan
1 st Choice 18.4% 18.4%
(15.3%) (23.6%)
It helps the company to advertise its product or service
1 st Choice 7.4% 9.9%
(12.5%) (16.7%)
It helps the company to design its products or services to suit public taste
1 st Choice 36.9% 31.4
(41.7%) (37.5%)
It provides information which helps the company to sell its products or services at a price
people are willing to pay




Without exception, all of the enterprise activities organised in schools and col­
leges required students to extend their communications skills, both with each 
other and with a range of adults who were not their teachers. Sometimes this 
was to sell their products or services and in other cases to make a formal 
presentation to share holders at public meetings. To many students this was 
a new and daunting experience.
"The worst bit was the presentation. When everyone had gone up and it was your turn.
It was good experience though." (school F)
"You’re the one who didn’t have to say anything. It was me! I was the managing direc­
tor, I was the one who had to tell them that we’d made a loss." (school F)
Question A14 which suggested, that better decisions were made when prob­
lems were fully discussed, has been detailed above. Question A3 asked stu­
dents whether they thought that adults took them seriously.
Q A3 Adults tend not to take me seriously because I am at school.
Before mini-enterprise After Enterprise
(n = 343) (n =  79) (n = 343) (n = 79)
Strongly Agree 9.0% 11.0%
(14.4%) (14.1%)
Tend to Agree 33.8% 42.8% 27.6% 38.7%
(17.8%) (32.2%) (22.4%) (36.5% )
Disagree 37.0% 45.6%
(37.8% (44.7%)
Strongly Disagree 20.2% 57.2% 15.7% 61.3%
(12.9%) (50.7%) (12.9%) (57.6%)
Corr. Co. = .3738 (-.1174) P = .000 (P =  .303)
Question A7 asked students if they thought that discussions were more suc­
cessful when someone was in control.
139
Q A7 Discussions are more successful when someone is in control
Before mini-enterprise After Enterprise
(n = 340) (n = 78) (n = 340; (n = 78)
Strongly Agree 31.7% 34.7%
(21.3%) (26.2%)
Tend to Agree 45.3% 77.0% 43.7% 78.4%
(43.8%) (65.2%) (50%) (76.2%)
Disagree 15.7% 18.7%
(20.2%) (14.3%)
Strongly Disagree 7.3% 23% 2.9% 21.6%
(4.5%) (24.7%) (1.2%) (15.5%)
Corr. Co. = .3725 (.5689) P = .000 (P = .000)
Question A10 asked student if they sought advice from others when they were in doubt.
Q A10 When 1 am in doubt, 1 find it is usually best to seek advice from others.
Before mini-enterprise After Enterprise
(n = 346) (n =  72) (n = 346; (n = 72)
Strongly Agree 32.1% 23.9%
(31.9%) (19.4%)
Tend to Agree 58.7% 90.8% 66% 89.9%
(56.9%) (88.9%) (61.1%) (80.6%)
Disagree 8.1% 8.9%
(6.9%) (18.1%)
Strongly Disagree 1.2% 9.3% 1.2% 10.1%
(4.2%) (11.1%) (1.4%) (19.5%)
Corr. Co. = .1502 (.3546) P = .005 (P = .002)
Question A16 asks students if they find talking to strangers difficult.
Q A16 1 usually find talking to strangers difficult.
Before mini-enterprise After Enterprise
(n =  345) (n = 72) (n = 345) (n = 72)
Strongly Agree 15.1% 13.5%
(13.9%) (8.3%)
Tend to Agree 34.8% 49.9% 34% 47.6%
(36.1%) (50.0%) (38.9%) (47.2%)
Disagree 33% 32.6%
(37.5%) (44.4%)
Strongly Disagree 17.1% 50.1% 19.9% 52.5%
(12.5%) (50.0%) (8.3%) (52.9%)
Corr. Co. = .4349 (.3823) P = .000 (P = .001)
Question A17 asked students if they were able to persuade people to accept 
their point of view.
Q A17 I generally find it easy to persuade people to accept my point of view.
Before mini-enterprise After Enterprise
(n = 344) (n =  79) (n =  344) (n = 79)
Strongly Agree 6.7% 7.2%
(3.3%) (1.2%)
Tend to Agree 46.4% 53% 50% 57.2%
(52.2%) (55.6%) (44.7%) (45.9%)
Disagree 41.4% 37.3%
(35.6%) (51.8%)
Strongly Disagree 5.5.% 46.9% 5.5% 42.8%
(8.9%) (44.5%) (2.4%) (54.2%)
Corr. Co. = .3622 (4816) P = .000 (P = .000)
Q A19 asked students if they found it more difficult to give instructions to 
people they knew than they did to complete strangers.
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Q A19 Giving instructions to people you know is usually more difficult than giving instruc­
tions to strangers.
Before mini-enterprise 




























P = .000 (P = . 103)
Question A29 asked students if they found it easy to make themselves under­
stood.
Q A29 I find it easy to make myself understood by adults and people my own age.
Before mini-enterprise After Enterprise
(n = 343) (n =  72%) (n = 343) (n = 72%)
Strongly Agree 17.7% 13.9%
(6.9%) (4.2%)
Tend to Agree 54.4% 72.1% 62.1% 76%
(56.9%) (63.9%) (73.6%) (77.8%)
Disagree 24.7% 18.5%
(31.9%) (20.8%)
Strongly Disagree 3.2% 27.9% 5.5% 24%
(4.2%) (36.1%) (1.4%) (22.2%)
Corr. Co. = .3403 (. 1745) P = .000 (P = .143)
Question A38 asked students if they felt that it was better to say what they 
thought when working with others.
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A38 It is important to say what you think when working with others.
Before mini-enterprise After Enterprise
(n = 344) (n = 72) (n = 344) (n = 72)
Strongly Agree 48.4% 41%
(44.4%) (33.3%)
Tend to Agree 44.6% 93.0% 50.3% 91.3%
(44.4%) (88.9%) (54.2%) (87.5%)
Disagree 6.4% 7.2%
(8.3%) (12.5%)
Strongly Disagree 0.6% 7.0% 1.4% 8.6%
(2.8%) (11.1%) (0.0) (12.5%)
Corr. Co. = .2676 (. 1289) P = .000 (P = .280)
Question A43 asked students if they liked to share ideas with others.
Q. A43 I do not like sharing my ideas with others.
Before mini-enterprise After Enterprise
(n =  345) (n = 71%) (n =  345) (rt = 71%)
Strongly Agree 6.4% 5.5%
(1.4%) (2.8%)
Tend to Agree 16.5% 22.9% 17.6% 23.1%
(19.7%) (21.1%) (15.3%) (18.1%)
Disagree 42.9% 43.2%
(45.1%) (51.4%)
Strongly Disagree 34.2% 77.1% 33.7% 76.9%
(33.8%) (78.9%) (30.6%) (82.0%)
Corr. Co. =  .4392 (.3492) p = .000 (p = .003)
Question B6 asked students to suggest why it was important for senior execu­
tives to discuss the running of the company with their employees.
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Q B6 It is important for senior employees to discuss the running of the com­
pany because:-
It is too difficult for one person to run a company on their own
Before mini-enterprise After Enterprise
(n =  342) (n = 79) (n = 342) (n =  79)
1 st Choice 19.8% 15.9%
(22.2%) (23.5%)
2nd Choice 14.2% 13.9%
(21.1%) (21.2%)
3rd Choice 24.4% 26.7%
(23.3%) (20%)
4th Choice 41.6% 43.5%
(33.3%) (35.3%)
Corr. Co. = .2373 (.2917) P = .000 (P = .009)
It is important for people in the company to share their ideas
Before mini-enterprise After Enterprise
(n = 344) (n = 79) (n = 344) (n =  79)
1 st Choice 45.5% 42.2%
(42.2%) (43.5%)
2nd Choice 26.1% 30.1%
(41.1%) (24.7%)
3rd Choice 21.2% 19.7%
(14.4%) (25.9%)
4th Choice 7.2% 8.1%
(2.2%) (5.9%)
Corr. Co. = .2309 (.2713) P = .000 (P = .016)
Problems can be identified quickly
Before mini-enterprise After Enterprise
(n = 342) (n = 79) (n = 342) (n = 79)
1 st Choice 24.7% 32.8%
(23.6%) (17.6%)
2nd Choice 46.2% 38.8%
(38.2%) (47.1%)
3rd Choice 20.3% 20%
(23.6%) (25.9%)
4th Choice 8.7% 8.4%
(14.6%) (9.4%)
Corr. Co. = .2498 (.2727) P = .000 (P = .015)
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It is a more democratic way of making decisions
Before mini-enterprise After Enterprise
(n =  342) (n = 79) (n = 342) (n = 79)
1 st Choice 10.2% 9.6%
(12.2%) (9.4%)
2nd Choice 14.0% 17.1%
(22.2%) (21.2%)
3rd Choice 33.4% 33.6%
(31.1%) (30.6%)
4th Choice 42.4% 39.7%
(34.4%) (38.8%)
Corr. Co. = .2564 (.2325) P = .000 (P = .039)
SUMMARY - It is important for senior employees to discuss the running of the i
because:-
Before mini-enterprise After Enterprise
It is too difficult for one person to run a company on their own
1 st Choice 19.8% 15.9%
(22.2%) (23.5%)
It is important for people in the company to share their ideas
1 st Choice 45.5% 42.2%
(42.2%) (43.5%)
Problems can be identified quickly
1st Choice 24.7% 32.8%
(23.6%) (17.6%)
It is a more democratic way of making decisions
1 st Choice 10.2% 9.6%
(12.2%) (9.4%)
KNOWLEDGE OF THE MARKETS
One reason for the introduction of mini-enterprise into schools was to enable 
students to gain a simulated work experience. When questioned, students 
certainly saw their activities as an introduction to business practices.
"It’s an introduction to business and that's it really. People in school don’t really have 
any idea of what goes on in the boardroom, so it’s really an introduction to the way a 
company is run, its structure and things like that." (school B)
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The questions in this cluster therefore attempted to explore the nature of the 
experience and how it contributed to students’ knowledge and attitudes of 
work in a business environment.
" I think it is best to do as we did it in mini-enterprise, because first hand experience is 
better than reading it out of books about other peoples’ experiences." (school D)
Question A33 asked students whether they thought that it was hard to work in 
industry.
Q A33 Working in industry tends to be hard work.
Before mini-enterprise After Enterprise
(n = 341; (n = 72) (n = 341) (n = 72)
Strongly Agree 9.4% 8.1%
(5.6%) (4.2%)
Tend to Agree 60.7% 70.1% 57.1% 65.1%
(69.4%) (75.0%) (56.9%) (61.1%)
Disagree 26.7% 32.6%
(22.2%) (38.9%)
Strongly Disagree 3.3% 30% 2.3% 34.9%
(2.8%) (25.0%) (0.0%) (38.9%)
Corr. Co. = .2018 (.2759) P = .000 (P = .019)
Question 48 asked students whether they thought that it was easier to work in 
an office than it was to work in a factory.
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Q A48 Working in an office tends to be easier than working in a factory
Before mini--enterprise After Enterprise
(n =  341) (n = 72) (n = 341) (n = 72)
Strongly Agree 19.0% 15.6%
(13.9%) (9.7%)
Tend to Agree 37.7% 56.7% 27.5% 43.1%
(41.7%) (55.6%) (29.2%) (38.9%)
Disagree 28.9% 37.6%
(30.6%) (41.7%)
Strongly Disagree 14.3% 43.2% 19.4% 57.6%
(13.9%) (44.5%) (19.4%) (61.1%)
Corr. Co. = .3700 (.4245) P = .000 (P == .000)
Interestingly, many of the students commented on their dislike of the paper­
work that seemed to be involved with the running of their companies.
When asked what they disliked most about their mini-enterprise they com­
monly replied:-
"The enormous amount of paperwork."
"The writing of reports." (school B)
Question B8 which related to the best way to ensure a successful product and 
B20 which investigated students’ thoughts about the importance of market re­
search have been detailed above.
Question B4 asked students to comment on what they thought the key to suc­
cessful selling was.
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B4 The key to successful selling is:-
Spending a lot of money on advertising
Before mini-enterprise 
(n = 342) (n = 78)
























.000 (P = .000)
Carefully planning how best to sell your product or service
Before mini-enterprise 













Corr. C. = .2335 (.4144)
Giving high bonuses to the sales staff
Before mini-enterprise 













Corr. Co. =  .2733 (.3859)
After Enterprise 









P = .000 (P = .000)
After mini-enterprise 









P = .000 (P = .000)
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Charging less for your product or service than your competitors
Before mini-enterprise After Enterprise
(n =  342) (n = 78) (n = 342) (n = 78)
1 st Choice 14.8% 18.6%
(12.4%) (21.2%)
2nd Choice 61.2% 44.6%
(53.9%) (45.9%)
3rd Choice 15.9% 23.5%
(24.7%) (20%)
4th Choice 8.1% 13.3%
(9%) (12.9%)
Corr. Co. =  .2361 (.2515) P = .000 (P = .026)
SUMMARY - The key to successful selling is:-
Before mini-enterprise After Enterprise
Spending a lot of money on advertising
1st Choice 5.8% 7.0%
(16.9%) (9.4%)
Carefully planning how best to sell your product or service
1 st Choice 78.3% 72.5%
(70.8%) (67.1%)
Giving high bonuses to the sales staff
1st Choice 1.4% 2.3%
(4.5%) (4.7%)
Charging less for your product or service than your competitors
1st Choice 14.8% 18.6%
(12.4%) (21.2%)
MANUFACTURING METHODS
It is difficult for students to gain first hand knowledge and experience of manu­
facturing methods in school, as vocational training is just one aspect of their 
educational experience. However, during the course of their mini-enterprise 
experience they would normally involve themselves in the manufacture of 
some artefact, or the provision of a service of some kind. Additionally, they 
might have to face elements of competition and become involved in aspects of 
company life such as research and development and production control.
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Question A9 asked students if they found it easier to work when they knew 
what the end product would be.
Q A9 I find it easier to work when I know what the end product will be.
Before mini-enterprise After Enterprise
(n =  342) (n = 72) (n = 342) (n = 72)
Strongly Agree 26.9% 20.7%
(23.6%) (20.8%)
Tend to Agree 56.4% 83.3% 57.1% 77.8%
(55.6%) (79.2%) (55.6) (76.4%)
Disagree 13.7% 18.4%
(16.7%) (22.2%)
Strongly Disagree 2.6% 16.3% 3.7% 22.1%
(4.2%) (20.9%) (1.4%) (23.6%)
Corr. Co. =  .2310 (.5279) P =  .000 (P = .000)
Question A23 asked students if they enjoyed making things.
Q A23 I enjoy making things
Before mini-enterprise After Enterprise
(n = 343) (n = 78) (n = 343) (n = 78)
Strongly Agree 35.9% 29.7%
(47.2%) (42.4%)
Tend to Agree 41.4% 77.3% 43.8% 73.5%
(41.6%) (88.8%) (45.9%) (88.2%)
Disagree 14.9% 19%
(9.0%) (10.6%)
Strongly Disagree 7.9% 22.8% 7.5% 26.5%
(2.2%) (11.2%) (1.2%) (11.8%)
Corr. Co. = .6383 (.5403) P = .000 (P = .000)
Question A 44 asked students whether they tried to complete practical tasks 
which were set at school.
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Q A44 When I am given a practical task to do at school, I try to complete it 
successfully.
Before mini-enterprise After Enterprise
(n =  342) (n = 72) (n = 342) (n = 72)
Strongly Agree 26.8% 30.1%
(30.6%) (29.2%)
Tend to Agree 67.3% 94.2% 59.8% 89.9%
(63.9%) (94.4%) (61.1%) (90.3%)
Disagree 5% 8.1%
(4.2%) (9.7%)
Strongly Disagree 0.9 5.9% 2.0% 10.1%
(1.4%) (5.6%) (0.0) (9.7%)
Corr. Co. = .2968 (.4255) P = .000 (P = .000)
Question B9 sought students views on the value of manufacturing products 
on a production line.
Q B9 Better products are made on a production line because:- 
All products are of similar quality
Before mini-enterprise After Enterprise
(n = 337) (n = 75) (n = 337) (n =  75)
1st Choice 16.2% 24.3%
(15.9%) (23.5%)
2nd Choice 20.9% 22.9%
(28.4%) (25.9%)
3rd Choice 24.2% 23.5%
(30.7%) (24.7%)
4th Choice 38.6% 29.3%
(25.0%) (25.9%)
Corr. Co. = .2634 (.2932) P = .000 (P = .011)
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It cuts the cost of production
Before mini-enterprise After Enterprise
(n =  337) (n = 78) (n = 337) (n = 78)
1 st Choice 23.0% 17.1%
(15.7%) (15.3%)
2nd Choice 32.7% 30.7%
(30.3%) (34.1%)
3rd Choice 29.2% 32.5%
(31.5%) (25.9%)
4th Choice 15.0% 19.7%
(22.5%) (24.7%)
Corr. Co. =  .2040 (.3211) P = .000 (P = .004)
The average worker could not be expected to learn how to do everything
Before mini-enterprise After Enterprise
(n =  338) (n = 76) (n = 338) (n =  76)
1 st Choice 13.0% 13.0%
(23.6%) (18.1%)
2nd Choice 23% 23.7%
(32.6%) (31.3%)
3rd Choice 29.8% 26.3%
(21.3%) (26.5%)
4th Choice 34.2% 37%
(22.5%) (24.1%)
Corr. Co. .1570 (.5143) p = .004 (P = .000)
The product can be produced more quickly than it would be if it were produced
person from beginning to end.
Before mini-enterprise After Enterprise
(n =  338) (n = 77) (n = 338) (n =  77)
1 st Choice 47.4% 45.8%
(39.3%) (38.1%)
2nd Choice 23.8% 22.6%
(29.2%) (26.2%)
3rd Choice 16.8% 17.7%
(19.1%) (16.7%)
4th Choice 12.1% 13.9%
(12.4%) (19%)
Corr. Co. = .2152 (.3448) P = .000 (P = .002)
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SUMMARY - B9 Better products are made on a production line because:-
Before mini-enterprise After Enterprise
All products are of similar quality
1 st Choice 16.2% 24.3%
(15.9%) (23.5%)
It cuts the cost of production
1 st Choice 23.0% 17.1%
(15.7%) (15.3%)
The average worker could not be expected to learn how to do everything
1st Choice 13.0% 13.0%
(23.6%) (18..1%)
The product can be produced more quickly than it would be if it were produced by one 
person from beginning to end.
1st Choice 47.4% 45.8%
(39.3%) (38..1%)
SALES TECHNIQUES
Questions B4, 8 and 17 have all been addressed above.
Some students found selling their products or services difficult when they at­
tempted to expand their market beyond their family and friends. Some were 
shocked by the ingenuity and enterprise of students in other schools or col­
leges. Articles in local papers, or visits arranged by teachers or advisers often 
galvanised them into action.
"/ know we had quite a shock when we visited X  college and saw how well they were 
doing. ...there was an article in the paper saying they had made a profit which was 
double or treble ours and they seemed to be making a very limited product, but seemed 
to be making a very good job of it. It was a high quality product. Things seemed to be 
going quite well. But they were older than us." (school B)
Question A36 therefore sought student reaction to competition at school.
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Q A36 I tend to work better when I have competition at school
Before mini-enterprise After Enterprise
(n =  346) (n = 72) (n = 346) (n = 72)
Strongly Agree 24.6% 19%
(27.8%) (15.3%)
Tend to Agree 35.3% 59.9% 36% 55.0%
(27.8%) (55.6%) (30.6%) (45.8%)
Disagree 32.9% 36.9%
(33.3%) (44.4%)
Strongly Disagree 7.2% 40.1% 8.1% 45.0%
(11.1%) (44.4%) (9.7%) (54.1%)
Corr. Co. =  .4075 (.4099) P = .000 (P = .000)
Question B14 sought to investigate students’ understanding of the purpose of 
advertising.
B14 Advertising is a way of>
Informing the public about the company’s products
Before mini-enterprise
(n = 340) (n = 72)








Corr. Co. = .1564 (.1656) P = .004 (P
Increasing sales
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Improving the company’s image
Before mini-enterprise After Enterprise
(n =  340) (n =  72) (n = 340) (n = 72)
1 st Choice 6.7% 10.4%
(2.8%) (8.3%)
2nd Choice 25.8% 39.8%
(26.4%) (23.6%)
3rd Choice 37.5% 35.3%
(41.7%) (45.8%)
4th Choice 29.9% 24.6%
(29.2%) (22.2%)
Corr. Co. =  .2438 (.2860) P = .000 (P = .015)
Ensuring that the company does not lose sales to a competitor
Before mini-enterprise After Enterprise
(n =  339) (n = 72) (n = 339) (n =  72)
1 st Choice 2.1% 2.6%
(8.3%) (1.4%)
2nd Choice 13.8% 11.9%
{8.3%) (16.7%)
3rd Choice 27% 29.3%
(29.2%) (19.4%)
4th Choice 57.2% 56.2%
(54.2%) (62.5%)
Corr. Co. =  .2301 (.2002) P = .000 (P = .092)
SUMMARY - Advertising is a way of:-
Before mini-enterprise After Enterprise
Informing the public about the company’s products
1 st Choice 76.9% 72.8%
(75.0%) (72.0%)
Increasing sales
1 st Choice 14.4% 14.5%
(15.3%) (18.1%)
Improving the company’s image
1st Choice 6.7% 10.4%
(2.8%) (8.3%)
Ensuring that the company does not lose sales to a competitor
1st Choice 2.1% 2.6%
(8.3%) (1.4%)
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Question B18 asked students about what they would do if their product was 
not selling.
Q B18 If a product is not selling well the best plan is to:- 
Stop production and sell the remaining stock of the product at cut price
Before mini-enterprise After Enterprise
(n =  336) (n =  72) (n = 336) (n = 72)
1 st Choice 21.8% 21.5%
(19.4%) (18.1%)
2nd Choice 11.2% 1.01%
(13.9%) (13.9%)
3rd Choice 20.4% 18.3%
(22.2%) (19.4%)
4th Choice 46.6% 49.1%
(44.4%) (48.6%)
Corr. Co. = .3831 (.4002) P = .000 (P = .000)
Try to sell the product in different markets
Before mini-enterprise After Enterprise
(n =  336) (n = 72) (n = 336) (n = 72)
1 st Choice 34.5% 42.1%
(38.9%) (41.7%)
2nd Choice 33.6% 28.5%
(26.4%) (30.6%)
3rd Choice 23% 20.9%
(22.2%) (20.8%)
4th Choice 8.8% 8.4%
(12.5%) (6.9%)
Corr. Co. = .3456 (.3545) P = .000 (P = .002)
Try to cut the cost of production
Before mini-enterprise After Enterprise
(n =  337) (n = 72) (n = 337) (n = 72)
1 st Choice 28% 21.4%
{26.4%) (26.4%)
2nd Choice 37.2% 35.4%
(44.4%) (36.1%)
3rd Choice 24.2% 30.1%
(22.2%) (23.6%)
4th Choice 10.6% 13.0%
(6.9%) (13.9%)
Corr. Co. =  .1007 (. 1645) P = .065 (P = . 167)
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Pay more for advertising
Before mini-enterprise After Enterprise
(n =  337) (n =  72) (n = 337) (n =
1 st Choice 16.5% 15.1%
(15.3%) (13.9%)
2nd Choice 17.9% 24.7%
(13.9%) (19.4%)
3rd Choice 32.1 30.8%
(34.7%) (36.1%)
4th Choice 33.5% 29.4%
(36.1%) (30.6%)
Corr. Co. = .1792 (.2868) P =  .001 (P = .015)
SUMMARY - If a product is not selling well the best plan is to:-
Before mini-enterprise After Enterprise
Stop production and sell the remaining stock of the product at cut price
1 st Choice 21.8% 21.5%
(19.4%) (18.1%)
Try to sell the product in different markets
1 st Choice 34.5% 42.1%
(38.9%) (41.7%)
Try to cut the cost of production
1 st Choice 28.0% 21.4%
{26.4%) (26.4%)
Pay more for advertising
1 st Choice 16.5% 15.1%
(15.3%) (13.9%)
Meetings
Questions A7, A14, A17, 38 and A43 have all been detailed above.
One of the major new tasks that students had to undertake during their mini­
enterprise was to participate in or control meetings of various kinds. Some­
times this would take the form of a public meeting where they were required to 
address a number of people, sometimes it was a meeting with the bank man­
ager, and on other occasions it was a company meeting when they had to dis­
cuss company matters with their fellow students. Many students found it frus­
trating to discuss actions plans when they could actually be doing the task in
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question. Question A22 therefore, asked student whether they preferred dis­
cussion to action.
Q A22 I’d rather get on with a job than spend time talking about it.
Before mini-enterprise After Enterprise
(n =  345) (n = 72) (n = 345) (n = 72)
Strongly agree 22.0% 21.9%
(25%) (20.3%)
Tend to Agree 45.0% 67.2% 45.2% 67.1%
(42.1%) (67.1%) (40.5%) (60.8%)
Disagree 27.0% 26.2%
(26.3%) (35.1%)
Strongly Disagree 5.8% 32.8% 6.6% 32.8%
(6.6%) (32.9%) (4.1%) (39.2%)
Corr. Co. = .3991 (.1646) P = .000 (P =  .167)
Question A35 asked students if they found talking to people a good way of 
finding new ideas.
Q A35 I find talking to people is the best way of finding out about new ideas.
Before mini-enterprise After Enterprise
(n =  343) (n = 72) (n = 343) (n = 72)
Strongly agree 39.2% 30.3%
(40.3%) (29.2%)
Tend to Agree 53.5% 92.7% 57.5% 87.9%
(54.2%) (94.4%) (69.4%) (98.6%)
Disagree 5.8% 10.4%
(4.2%) (1.4%)
Strongly Disagree 1.5% 7.3% 1.7% 12.1%
(1.4%) (5.6%) (0.0% ) (1.4%)
Corr. Co. =  .2265 (. 1553) P = .000 (P = . 193)
Often the students found that discussing their ideas with others helped estab­
lish the viability of the project. In some cases they were able to do this by dis­
cussing the project amongst themselves, on other occasions by discussing it 
with their teachers or advisers.
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"They’d put forward some suggestions. They would never say if what you were doing 
was not a good idea ... they never condemned what you were doing. Like that Tee shirt 
printing...they never said that's stupid, it will never get off the ground, although it never 
did." (school A)
One of the features of mini-enterprise was that students were encouraged to 
work together, to share ideas and problems, to work as a group or company 
rather than individuals.
"In the beginning we all sat round and thought of products and thought, wouldn’t it be 
good if we could make this, but it was a bit extravagant and we realised that we didn’t 
have the capabilities so we were a bit more careful." (school A)
This was a marked contrast to their usual working practices at school. 
Question B5 asked students why they thought that some companies encour­
aged their employees to work in teams.
Q B5 Some companies encourage their employees to work as a team be­
cause
It overcomes the individual’s weakness
Before mini-enterprise After mini-enterprise
(n = 343) (n =  78) (n = 343) (n =  78)
1 st Choice 23.3% 28.9%
(22.2%) (23.8%)
2nd Choice 40.4% 41.9%
(51.1%) (50%)
3rd Choice 21.2% 18.8%
(14.4%) (14.3%)
4th Choice 15.1% 10.4%
(12.2%) (11.9%)
Corr. Co. = .2329 (.4904) P = .000 (P =.000)
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It produces more useful ideas
Before mini-enterprise After Enterprise
(n =  343) (n = 79) (n = 343) (n
1st Choice 61.2% 56.2%
(61.1%) (56.5%)
2nd Choice 25.2% 25.2%
(23.3%) (28.2%)
3rd Choice 10.4% 13.3%
(13.3%) (10.6%)
4th Choice 3.2% 5.2%
(2.2%) (4.7%)
Corr. Co. = .2029 (.4843) P = .000 (P = .000)
It prevents unhealthy competition within the company
Before mini-enterprise 
(n = 342) (n = 78)
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It enables the boss to have more control over his/her employees
Before mini-enterprise 













Corr. Co = .3217 (.2497)
After Enterprise 









P = .000 (P = .026)
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SUMMARY - Some companies encourage their employees to work as a team because:-
Before mini-enterprise 
It overcomes the individual’s weakness
After mini-enterprise




It produces more useful ideas
1 st Choice 61.2% 56.2%
(56.5%)(61.1%)











Question A9, relating to students finding it easier to work when they knew 
what the end product was or was going to be, and question A32 which was 
concerned with having all the necessary information before making decisions, 
have been outlined above. One of the first tasks facing any mini-company, cer­
tainly any company that wishing to borrow money from a bank, is to formu­
late a business plan. Many students, particularly those in the early stages of 
education often find such forward planning difficult.
Most of the mini-companies undertook some form of market research al­
though often this was approached in a rather rudimentary way.
" ..we went around the school and we said, If we were going to sell these would you 
think of buying one, and how much would you pay?" (school C)
"What we were doing is that we had posters around the school asking anyone if they 
wanted a photograph of their own, digitised and we would come out with a print of the 
photograph as a digital image." (school F)
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Question B7 asked students what they felt was the best way of producing new 
ideas.
Q B7 The best way of producing new ideas is:- 
To hold a competition
Before mini-enterprise After Enterprise
(n =  342) (n = 79) (n = 342) (n = 79)
1 st Choice 6.7% 9.3%
(15.6%) (12.9%)
2nd Choice 27.6% 20.9%
(30%) (38.8%)
3rd Choice 33.7% 38%
(31.1%) (27.1%)
4th Choice 32% 31.9%
(23.3%) (21.2%)
Corr. Co. = .3732 (.2089) P = .000 (P = .065)
To have a session where everybody contributes their ideas
Before mini-enterprise After Enterprise
(n = 344) (n = 78) (n = 344) (n = 78)
1 st Choice 72.5% 74.6%
(71.1%) (64.3%)
2nd Choice 17.1% 17.3%
(21.1%) (23.8%)
3rd Choice 6.7% 6.1%
(4.4%) (7.1%)
4th Choice 3.8% 2.0%
(3.3%) (4.8%)
Corr. Co. = .2335 (.2350) P = .000 (P = .038)
To look at what your competitors are doing
Before mini-enterprise After Enterprise
(n = 342) (n = 79) (n = 342) (n = 79)
1 st Choice 14.2% 11.9%
(6.7%) (15.3%)
2nd Choice 41.6% 45.2%
(51.1%) (35.3%)
3rd Choice 25.3% 25.5%
(17.8%) (21.2%)
4th Choice 18.9% 17.4%
(24.4%) (28.2%)
Corr. Co. = .2733 (.2556) P = 000 (P = .023)
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To pay your employees a good bonus for every new idea they suggest which is used by
the company
Before mini-enterprise After Enterprise
(n = 342) (n = 79) (n = 342) (n = 79)
1 st Choice 6.7% 4.6%
(10.0%) (8.2%)
2nd Choice 14.0% 17.1%
(23.3%) (23.5%)
3rd Choice 34.3% 30.1%
(36.7%) (34.1%)
4th Choice 45.1% 48.1%
(30%) (34.1%)
Corr. Co. =  .2361 (.4748) P =  .000 (P = .000)
SUMMARY - The best way of producing new ideas is:-
Before mini-enterprise After Enterprise
To hold a competition
1 st Choice 6.7% 9.3%
(15.6%) (12.9%)
To have a session where everybody contributes their ideas
1st Choice 72.5% 74.6%
(71.1%) (64.3%)
To look at what your competitors are doing
1 st Choice 14.2% 11.9%
(6.7%) (15.3%)
To pay your employees a good bonus for every new idea they suggest which is used by
the company
1 st Choice 6.7% 4.6%
(10.0%) (8.2%)
Question B20 asked students why they thought market research was import-
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Q B20 It is important to conduct market research because:-
It helps to produce a plan of action
Before mini-enterprise 









Corr. Co. = .1888 (.3113) P =
After Enterprise 









.001 (P = .008)
It helps the company to advertise its products or service
Before mini-enterprise After Enterprise
(n = 333) (n = 72) (n = 333) (n = 72)
1 st Choice 7.4% 9.9%
(12.5%) (16.7%)
2nd Choice 17.2% 15.2%
(16.7%) (11.1%)
3rd Choice 38.9% 35.6%
(23.6%) (31.9%)
4th Choice 36.5% 39.4%
(47.2%) (40.3%)
Corr. Co. = .2086 (.3501) P = .000 (P = .003)
It helps the company design its products or service to suit public taste
Before mini-enterprise After Enterprise
(n = 333) (n = 72) (n = 333) (n = 72)
1 st Choice 36.9% 31.4%
(41.7%) (37.5%)
2nd Choice 32.4% 39.2%
(30.6%) (33.3%)
3rd Choice 16.7% 18.6%
(16.7%) (16.7%)
4th Choice 14.0% 10.8%
(11.1%) (12.5%)
Corr. Co. = .1554 (.2027) p = .004 (P = .088)
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It provides information which helps the company to sell its products or services at a price 
people are willing to pay
Before mini-enterprise After Enterprise
(n = 334) (n = 72) (n = 334) (n = 72)
1 st Choice 37.6% 40.5%
(30.6%) (22.2%)
2nd Choice 34.9% 31.2%
(41.7%) (45.8%)
3rd Choice 10.9% 12.5%
(16.7%) (20.8%)
4th Choice 16.6% 15.7%
(11.1%) (11.1%)
Corr. Co. = .1922 (.1078) P = .000 (P = .367)
SUMMARY - It is important to conduct market research because:-
Before mini-enterprise After Enterprise
It helps to produce a plan of action
1 st Choice 18.4% 18.4%
(15.3%) (23.6%)
It helps the company to advertise its products or service
1 st Choice 7.4% 9.9%
(12.5%) (16.7%)
It helps the company design its products or service to suit public taste
1 st Choice 36.9% 31.4%
(41.7%) (37.5%)
It provides information which helps the company to sell its products or services i
people are willing to pay
1 st Choice 37.6% 40.5%
(30.6%) (22.2%)
PROBLEM SOLVING SKILLS
Questions A26,30,34,47 and B7 & 11 have all been detailed above.
Students who participated in a mini-enterprise company quickly found that 
they were solving problems for themselves. Once they realised that their tea­
chers were not going to come up with the answers they developed a very ma­
ture approach to the running of their company.
"You’ve got to do it right after some advice. If you were 1p out it’s not so bad. We did a 




Questions A10, A12, A32, B5, B6 and B7 have been covered above. 
Students were quickly made aware that once their mini-enterprise company 
had been established, they were expected to take their own decisions. The 
students enjoyed this freedom and being given the responsibility.
"Its such fun organising everything. It gives us experience for when we are older and 
we come to do the same kind of job." (b) (school G)
"Instead of just writing about it and thinking about it, we were actually doing it. If you did 
it from a book you wouldn’t have to think about it for yourself, you could just think ...oh  
those people are doing that, and things like that. But when we were actually doing the 
company, you had to think about everything you did and whether you were going to 
make money or lose money." (school C)
PRICING OF GOODS AND SERVICES
Responses to questions B4, B9, B10 and B18 have all been detailed above.
UNDERSTANDING THE NEED FOR QUALITY CONTROL
Questions A5, A12, and B17 have all been addressed above. Question A42 
asked students if they were self critical of their work at school.
A 42 I tend to be very self critical of my work at school.
B efore mini-enterprise After Enterprise
(n = 344) (n = 71) (n = 344) (n = 71)
Strongly agree 16.8% 22.0%
(11.1%) (9.9%)
Tend to Agree 50.0% 66.8% 49.0% 71.0%
(55.6%) (66.7%) (49.3%) (59.2%)
Disagree 27.7% 26.4%
(30.6%) (38%)
Strongly Disagree 5.5% 33.2% 2.6% 29.0%
(2.8%) (33.4%) (2.8%) (40.8%)
Corr. Co. = .4057 (.2946) P = .000 (P = .013)
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KNOWLEDGE OF EMPLOYEES’ RIGHTS/THE PLACE OF TRADE UNIONS
Questions A7, A38, B1, B2, B6 and B12, have all been addressed above.
Question A13 asked students if they believed that everyone did something 
well.
Q A13 Everyone does something well
Before Mini-enterprise After Enterprise
(n = 345) (n = 71) (n = 345) (n = 71)
Strongly agree 49.6% 56.8%
(47.2%) (57.7%)
Tend to Agree 34.8% 84.3% 29.7% 86.5%
(37.5%) (84.7%) (36.6%) (94.4%)
Disagree 11.6% 9.5%
(12.5%) (4.2%)
Strongly Disagree 4.1% 15.7% 4.0% 13.5%
(2.8%) (15.3%) (1.4%) (5.6%)
Corr. Co. = .3460 (.3540) P = .000 (P = .002)
DEVELOPING NEW IDEAS
Questions A34, and B7 have been dealt with above.
KNOWLEDGE OF COMPETITIVE FORCES IN ENTERPRISE
Questions A36, B4, B8, B10, B14, B18 and B20 have been addressed above.
The clusters of results reported in the following section are those aspects of 
the mini-enterprise experience which generally relate to student attitudes and 
values. In some clusters there is a degree of overlap with the skills and knowl­
edge attained and the results have been reported in the previous section.
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Self Commitment
Students’ work in a mini-enterprise company involved them in being more self 
disciplined than they would in their normal lessons. The purpose of this clus­
ter of questions therefore was to address how involved the students became 
in their mini-enterprise activities.
Q A2, A5, A11, A18, A30, A34, A44, A46.
Question A2 questioned students about their ability to concentrate on school 
work compared with projects undertaken outside school.
"It might seem a lot of effort, but it’s worth it in the end. That certificate (Young Enter­
prise Certificate) is worth something. It’s worth attending, there’s no point in going to 
so many meetings and then giving up." (school B)
Q A2 I find it more difficult to concentrate on a school project than I do when I am work­
ing at a job outside school.
Before Mini--enterprise After Enterprise
(n = 343) (n = 79) (n = 343) (n = 79)
Strongly Agree 11.6% 13.3%
(13.3%) (16.5%)
Tend to Agree 39.2% 50.9% 43.6% 56.9%
(37.8% (51.1%) (34.1%) (54.1%)
Disagree 36.9% 33.8%
(40%) (34.1%)
Strongly Disagree 12.2% 49.1% 9.2% 43%
(8.9%) (48.9%) (11.8%) (45.9%)
Corr. Co. =  .2644 (.4774) P = .000 (P = .000)
During their enterprise activities, students were often required to undertake 
tasks that normally they would have chosen to avoid. Question A5 therefore 
asked students whether or not they rushed jobs they disliked.
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Q A5 If I dislike doing a job, I tend to do it quickly to get it out of the way.
Before Mini-enterprise After Enterprise
(n = 342) (n = 79) (n =  342) (n = 79)
Strongly Agree 17.2% 15.1%
(13.3%) (14.1%)
Tend to Agree 42.2% 59.3% 41.7% 56.8%
(34.4%) (47.8) (36.5%) (50.6%)
Disagree 26.5% 33%
(23.3%) (27.1%)
Strongly Disagree 14.2% 40.2% 10.1% 43.1%
(20%) (43.3%) (12.9%) (40%)
Corr. Co. =  .3001 (.5748) P = .000 (P = .000)
Within their companies, students were required to take instructions from their 
peers. This required an acceptance of authority from someone other than 
their teacher or adult other than their teacher (A.O.T.). In this situation, if stu­
dents were given a task that they preferred not to do, the simplest course of 
action was simply not to complete the task in question. Question A11 there­
fore asked students about their attitude to completing tasks after making a 
commitment to do so.
'We were virtually on our own. Miss W. (the teacher) did come in, but we had to make 
all the decisions for ourselves. We weren’t told we had to do this or that, we had to de­
cide between the options we had, which was different from normal.'' (school F)
A11 If I say I will do something, I will try to ensure that I complete the task.
(n = 346) (n = 73) (n = 346) (n = 73)
Before Mini-enterprise After Enterprise
Strongly Agree 32.7% 31.4%
(25.6%) (27.3%)
Tend to Agree 60.7% 93.4% 60.5% 91.9%
(54.9%) (80.5%) (62.3%) (89.6%)
Disagree 6.6% 6.9%
(18.3%) (9.1%)
Strongly Disagree 1.2% 8.1%
(1.2%) (19.5%) (1.3%) (10.4%)
Corr. Co. = .2952 (.4584) P = .000 (P = .000)
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During the investigation, many students welcomed the opportunity to be able 
to produce work on their own without direct teacher involvement. Question 
A18 asked about students’ attitude to working on their own.
"That’s what I really liked. The teachers stepped back and let us get on with what we 
were doing." (School C)
Q A18 I usually do my best work when I am left alone to get on with the job.
(n = 345) (n = 79) (n = 345) (n = 79)
Before Mini-enterprise After Enterprise
Strongly Agree 35.1% 26.5%
(26.7%) (23.5%)
Tend to Agree 47.5% 82.6% 52.2% 78.7%
(43.3%) (70%) (54.1%) (77.6%)
Disagree 13.9% 19.3%
(15.6%) (16.5%)
Strongly Disagree 3.5% 17.4% 2.0% 21.3%
(3.3%) (18.9%) (5.9%) (22.4%)
Corr. Co. = .4301 (.4016%) P = .000 (P = .000)
Some of the tasks faced during a mini-enterprise were complex, particularly 
for some of the younger students. Presented with such a situation and with­
out the normal access to their teacher, it would have been understandable if 
students simply gave up. Question A30 therefore asked if students persisted 
when faced with a difficult problem.
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Q A30 I usually keep working until I find a solution.
(n = 343) (n = 72)
Before Mini-enterprise
(n = 343) (n = 72) 
After Enterprise
Strongly Agree 16.6% 13.9%
(22.2%) (15.3%)
Tend to Agree 43.9% 60.5% 51.4% 65.3%
(48.6%) (70.8%) (56.9%) (72.2%)
Disagree 34.6% 31.2%
(25%) (23.6%)
Strongly Disagree 4.9% 39.5% 3.5% 34.7%
(4.2%) (29.2%) (4.2%) (27.8%)
Corr. Co. = .3853 (.4992) P = .000 (p = .000)
Conversely, some students thrive on a challenge and Question A34 sought to 
establish whether students liked challenging tasks.
Q A34 I like to tackle challenging tasks.
(n = 345) (n = 72) (n = 345) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 23.7% 21.1%
(27.8%) (34.7%)
Tend to Agree 59.2% 82.9% 63.9% 85.0%
(58.3%) (86.1%) (54.2%) (88.9%)
Disagree 15.0% 14.2%
(11.1%) (11.1%)
Strongly Disagree 2.0% 17.0% 0.9% 15.1%
(2.8%) (13.9%) (0.0) (11.1%)
Corr. Co. =  .4107 (.4423) P = .000 (P = .000)
Many of the tasks involved with running a mini-enterprise company, involved 
students in practical tasks. They were not simply required to theorise about 
certain situations, but to put their thoughts into practice. Question A44 there­
fore asked students specifically about their attitude towards tackling difficult 
practical tasks.
"Instead of just writing about it and thinking about it, we were actually doing it." (School 
C)
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Q A44 When I am given a difficult practical task at school, I try to complete it success­
fully.
(n = 342) (n = 72) (n = 342) (n = 72)
Before Mini--enterprise After Enterprise
Strongly Agree 26.8% 30.1%
(30.6%) (29.2%)
Tend to Agree 67.3% 94.2% 59.8% 89.9%
(63.9%) (94.4%) (61.1%) (90.3%)
Disagree 5.0% 8.1%
(4.2%) (9.7%)
Strongly Disagree 0.9% 5.9% 2.0% 10.1%
(1.4%) (5.6%) (0.0%) (9.7%)
Corr. Co. = .2968 (.4255) P = .000 (P  = .000)
Question A46 asked students how they reacted to being given a position of 
trust.
"It’s really just not having the teachers coming around telling you what to do. You can 
really do what you want as long as the whole class agrees with you. It's really the re­
sponsibility of doing it for yourself." (school G)
Q A46 I usually respond well to being given a position of trust.
(n = 345) (n = 72) (n = 345) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 31.5% 29.2%
(22.2%) (29.2)
Tend to Agree 57.5% 89.0% 63.0% 92.2%
(63.9%) (86.1%) (56.9%) (86.1%)
Disagree 9.2% 6.6%
(13.9%) (12.5%)
Strongly Disagree 1.7% 10.9% 1.2% 7.8%
(0.0) (13.9%) (1.4%) (13.9%)
Corr. Co. = .3621 (.3179) P = .000 (P = .007)
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Self Confidence
One of the major differences for students, between working in a mini-enter­
prise and normal lessons, was the degree of independence they were given. 
The questions in this cluster attempt to establish how confident students were 
to adopt this new role.
Question A1 examines the students’ attitude towards working with others.
I ’ve learnt to work with other people a bit better than I would have done. You have to 
listen to other people’s views and not go ahead and do it on your own." (school G)
Q A1 I tend to work well with others
(n = 346) (n = 79) (n = 346) (n -  79)
Before Mini-enterprise After Enterprise
Strongly Agree 9.2% 13.3%
(18.9%) (18.8%)
Tend to Agree 72.5% 81.7% 68.0% 81.3%
(65.6%) (84.5%) (64.7%) (83.5%)
Disagree 15.6% 16.1%
(14.4%) (16.5%)
Strongly Disagree 2.6% 18.2% 2.6% 18.7%
(1.1%) (15.5%) (0.0%) (16.5%)
Corr. Co = .2437 (Not Available) P = .000 (Not Available)
Students are used to having their work assessed by their teachers, but the as­
sessment process is often viewed as part of a developmental process helping 
students to become self critical of their work. The assessment by the con­
sumer is often more direct and students quickly become aware of any short­
comings in their products or services. Quality control is therefore, an import­
ant part of the mini-enterprise and Question A12 asked students whether they
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worked better when someone commented on the quality of their work.
Q A12 I tend to work better when someone comments on the quality of my work.
(n = 344) (n = 72) (n = 344) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 31.9% 30.3%
{43.1%) (36.1%)
Tend to Agree 46.4% 78.3% 53.8% 84.1%
(37.5%) (80.6%) (45.8%) (81.9%)
Disagree 17.4% 14.2%
(15.3%) (13.9)
Strongly Disagree 4.3% 21.7% 1.7% 15.9%
(4.2%) (19.5%) (4.2%) (18.1%)
Corr. Co = .2050 (.5943) P = .000 (P = .000)
Questions A16 and A19 have already been detailed above. 
The day to day lives of students at college are ordered by timetables, sylla­
buses etc. Little out of the ordinary happens and Question A24 therefore 
asked students if they coped well when the unexpected happened.
Q A241 usually cope well when the unexpected happens.
(n = 342) (n = 72) (n = 342) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 9.9% 8.9%
(8.3%) (8.3%)
Tend to Agree 59.4% 69.3% 64.8% 73.8%
(56.9% (65.3%) (52.8%) (61.1%)
Disagree 28.1% 22.8%
(31.9%) (33.3%)
Strongly Disagree 2.6% 30.7% 3.5% 26.3%
(2.8%) (34.7%) (5.6%) (38.9%)
Corr. Co = .3390 (.2801) P = .000 (P = .017)
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Many students work in classes of mixed gender, but even so, they are not al­
ways required to work in mixed groups, and not often in situations when a 
peer is in a position of authority. Question A25 therefore asked students if 
they enjoyed working with members of the opposite sex.
In one girls’ school, they viewed the lack of boys with mixed feelings:-
"I think that if we did have boys in the class, if it was a mixed school, it would be much 
harder because you’d have to have a variety of different things. As well as what girls 
would like you’d have to have what boys like as well. But then there would be more 
ideas of different things to do because boys at that age are maybe more imaginative." 
(school G)
Q A25 I enjoy working with people of the opposite sex.
(n =  342) (n = 72) (n = 342) (n =  72)
Before Mini-enterprise After Mnterprise
Strongly Agree 27.8% 27.4%
(20.8%) (19.4%)
Tend to Agree 60.9% 88.7% 63.4% 90.8%
(54.2%) (75.0%) (59.7%) (79.2%)
Disagree 8.4% 8.9%
(23.6%) (19.4%)
Strongly Disagree 2.9% 11.3% 0.3% 9.2%
(1.4%) (25%) (1.4%) (20.8%)
Corr. Co = .4578 (.6475) P = .000 (P = .000)
Mini-enterprise companies often require students to adopt roles which place 
them in conflict with their friends. This can often strain established friendship 
patterns and requires a degree of confidence on the part of the students in­
volved. Question A27 therefore asked if students felt that they were popular 
with their peers.
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Q A27 I am generally popular with other pupils.
(n = 342) (n = 72) (n = 342) (n = 72)
Before Mini-■enterprise After Enterprise
Strongly Agree 13.7% 9.0%
(11.1%) (19.4%)
Tend to Agree 73.5% 87.2% 77.1% 86.1%
(70.8%) (81.9%) (66.7%) (86.1%)
Disagree 10.5% 11.0%
(15.3%) (13.9%)
Strongly Disagree 2.3% 12.8% 2.9% 13.9%
(2.8%) (18.1%) (0.0) ( 13.9%)
Corr. Co = .4698 (.4553) P = .000 (P = .000)
Students are used to being told what to do by their teachers in many normal 
lessons, where as when running a mini-enterprise company they often have to 
be pro-active. Question A31 therefore asked if students would tackle a task 
they saw needed doing.
Q A31 If I see a task that needs doing, I usually tackle it without waiting for instructions 
from others.
(n = 343) (n = 72) (n = 343) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 9.9% 7.5%
(6.9%) (6.9%)
Tend to Agree 42.5% 52.4% 42.2% 49.7%
(36.1% (43.1%) (36.1%) (43.1%)
Disagree 38.4% 43.6%
(50%) (52.8%)
Strongly Disagree 9.0% 37.4% 6.6% 50.2%
(6.9%) (56.9%) (4.2%) (57%)
Corr. Co = .3212 (.3022) P = .000 (P = .010)
A mini-enterprise often places students in vulnerable situations as they en­
counter problems which they have not experienced before and which perhaps 
require knowledge they have yet to acquire. Students are encouraged to seek 
advice in such situations and Question A37 asked students if they thought that
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discussing their problems revealed their weaknesses.
Q A37 I feel that discussing my problems with others reveals my weaknesses.
(n = 344) (n = 72) (n = 344) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 14.0% 8.4%
(2.8%) (2.8%)
Tend to Agree 32.3% 46.3% 38.3% 46.7%
(34.7% (37.5%) (37.5% (40.3%)
Disagree 37.8% 38%
(43.1%) (40.3%)
Strongly Disagree 16.0% 53.8% 15.3% 53.3%
(19.4%) (62.5%) (19.4%) (59.7%)
Corr. Co = .3098 (.4605) P = .000 (P = .000)
During the mini-enterprise experience, there is a variety of situations when stu­
dents are required to deal with adults in stressful situations.
"There was a time in a shop when we explained that we were giving 30% of the profit to 
charity. She (the shop keeper) couldn’t understand why we couldn’t give 100%. We ex­
plained it was for our business and that we were trying to get profits, she didn’t seem to 
understand." (School A)
Question A40 therefore asked students if they thought that they projected a 
confident image to the world.
Q A40 I tend to project a confident image to others
(n = 344) (n = 72) (n = 344) (n =  72)
Before Mini-enterprise After Enterprise
Strongly Agree 8.1% 7.8%
(2.8%) (5.6%)
Tend to Agree 57.4% 65.5% 56.4% 64.2%
(63.9%) (66.7%) (62.5%) (68.1%)
Disagree 29.6% 30.6%
(31.9%) (29.2%)
Strongly Disagree 4.9% 34.5% 5.2% 35.8%
(1.4%) (33.3%) (2.8%) (32.0%)
Corr. Co = .3523 (.3437) P = .000 (P = .003)
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Self Discipline
Question A11 has already been discussed above.
During their mini-enterprise experience, students found a variety of situations 
where they were unable to proceed as planned. Sometimes this was due to an 
oversight on their part and on other occasions it might be that others did not 
take them seriously. Dealing with such frustrations was part of the mini-enter­
prise experience and Question A21 therefore asked students how easy they 
found it to control their frustration.
Q A21 I tend to find controlling my frustration difficult.
(n = 344) (n = 79) (n = 344) (n = 79)
Before Mini-enterprise After enterprise
Strongly Agree 13.6% 11.8%
(11.1%) (7.1%)
Tend to Agree 38.3% 51.9% 34.7% 46.5%
(31.1%) (42.2%) (37.6%) (44.7%)
Disagree 37.4% 40.5%
(27.8%) (32.9%)
Strongly Disagree 10.7% 48.1% 13.0% 43.5%
(10%) (37.8%) (7.1%) (40%)
Corr. Co = .3990 (.7358) P = .000 (P = .000)
Many students welcomed the opportunity to work on their own without direct 
supervision from their teachers. Others found this difficult and Question A28 
tried to establish students’ attitude towards working without supervision.
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Q A28 I usually find it easy to work without supervision.
(n = 345) (n = 72) (n = 345) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 24.1% 19.0%
(13.9%) (25%)
Tend to Agree 54.8% 78.8% 61.7% 80.7%
(59.7%) (73.6%) (52.8%) (77.8%)
Disagree 18.0% 15.0%
(20.8%) (20.8%)
Strongly Disagree 3.2% 21.2% 4.3% 19.3%
(5.6% ) (26.4%) (1.4%) (22.2%)
Corr. Co = .3459 (.3750) P = .000 (P = .001)
Questions A30 & A31 have already been considered above.
Schools and colleges had differing policies towards what happened to the 
profits made by student enterprises. Sometimes this was dictated by the 
model of mini-enterprise used, be it Young Enterprise which took place out­
side the school day, or a mini-enterprise which was part of the curriculum. 
Often making money acted as a motivation to students to work hard at their 
project, they saw it as being work for themselves rather that work for the 
teaching staff.
'We put more into it because it was our money and we had to go out and get the materi­
als." (School C)
Question A49 therefore asked students if they would work hard if they knew 
that they would be making some money.
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Q A49 I do not mind working hard if I know I am going to make some money.
(n = 341) (n = 71) (n = 341) (n = 71)
Before Mini-enterprise After enterprise
Strongly Agree 51.0% 38.0%
(42.3%) (40.3%)
Tend to Agree 36.2% 87.2% 44.6% 82.6%
(33.8%) (76.1%) (34.7%) (75%)
Disagree 9.9% 13.9%
(12.7%) (22.2%)
Strongly Disagree 2.6% 12.5% 3.5% 17.4%
(11.3% (24%) (2.8%) (25%)
Corr. Co = .3561 (.4899) P = .000 (P = .000)
Flexibility
Questions A1 & A24 have already been addressed.
During the course of a mini-enterprise, students often had to acquire new 
skills and knowledge very quickly to enable them to complete particular tasks. 
This involved considerable concentration and perseverance. Question A26 
therefore asked asked students if they preferred to learn new skills when they 
were to be used in a real work task.
Q A26 I prefer to learn new skills by using them in a real work task.
(n = 343) (n = 71) (n = 343) (n =  71)
Before Mini-enterprise After Enterprise
Strongly Agree 25.2% 25.8%
(16.9%) (19.4%)
Tendf to Agree 62.3% 87.5% 67.2% 93%
(66.2%) (83.1%) (72.2%) (91.7%)
Disagree 10.1% 6.1%
(16.9%) (8.3%)
Strongly Disagree 2.3% 12.4% 0.9% 7.0%
(0.0) (16.9%) 0.0) (8.3%)
Corr. Co = .2286 (.2335) P = .000 (P = .050)
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The pace of work during a mini-enterprise is different to that of a normal 
school lesson. Sometimes very leisurely and on other occasions hectic, re­
quiring intense involvement by all students involved. Question A47 therefore 
asked students if they were at their best in an emergency.
Q A47 I am usually at my best in an emergency.
(n = 345) (n = 71) (n = 345) (n = 71)
Before Mini-enterprise AfterEenterprise
Strongly Agree 16.8% 13.0%
(15.3%) (11.3%)
Tend to Agree 43.1% 59.8% 49.1% 62.1%
(40.3%) (55.6%) (42.3%) (53.5%)
Disagree 32.9% 32.1%
(36.1%) (38%)
Strongly Disagree 7.2% 40.1% 5.8% 37.9%
(8.3%) (44.4%) (8.5%) (46.5%)
Corr. Co = .4104 (.5786) P = .000 (P = .000)
Honesty-lntegrity-Loyalty
Questions A3, A11 and A46 have all been discussed above.
Most students responded well to being given total control over their mini-enter­
prise company, others did not and were somewhat irresponsible. Control 
over the latter group of students was left to the students in the first instance 
and this cluster of questions sought to establish how students responded to 
this responsibility. Question B1 questioned students about how they would 
tackle theft in their companies.
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Q B1 On discovering theft of company property I would:-
Sack all staff
(n = 343) (n = 78) (n = 343) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 0.9% 1.4%
(2.2%) (2.4%)
2nd Choice 1.7% 1.4%
(16.9%) (14.1%)
3rd Choice 1.4% 1.4%
(3.4%) (1.2%)
4th Choice 95.9% 95.7%
(77.5% (82.4%)
Corr. Co = .0842 (.8431) P = .012 (P =  .000)
Tighten the company’s security arrangements
(n = 343) (n = 76) (n = 343) (n =  76)
Before Mini-enterprise After Enterprise
1 st Choice 24.3% 23.2%
(28.1%) (18.1%)
2nd Choice 50.1% 50.1%
(48.3%) (42.2%)
3rd Choice 24.3% 25.2%
(21.3%) (33.7)
4th Choice 1.2% 1.4%
(2.2%) (6.0%)
Corr. Co = .2044 (.2177) P = .000 (P = .059)
Discuss the problem with my staff
(n = 345) (n = 78) (n = 345) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 56.9% 65.9%
(48.3%) (57.6%)
2nd Choice 25.7% 20.2%
(25.8%) (24.7%)
3rd Choice 16.2% 12.1%
(18.0%) (10.6%)
4th Choice 1.2% 1.7%
(7.9%) (7.1%)
Corr. Co = .2421 (.3840) P = .000 (P = .001)
Plan a way of catching those responsible
(n = 343) (n = 78) (n = 343) (n = 78)
Before Mini-enterprise After enterprise




Corr. Co = .2449 (.2898)
SUMMARY - On discovering theft of company property I would

















P = .000 (P =  .010)
Sack all staff
1 st Choice 0.9% 1.4%
(2.2%) (2.4%)
Tighten the company’s security arrangements
1st Choice 24.3% 23.2%
(28.1%) (18.1%)
Discuss the problem with my staff
1 st Choice 56.9% 65.9%
(48.3%) (57.6%)
Plan a way of catching those responsible
1 st Choice 18.0% 9.6%
(11.2%) (15.3%)
Some companies, particularly those that operated after school indicated that 
punctuality was a problem. Question B2 asked students how they would 
cope with staff lateness.
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Q B2 If staff were consistently late for work I would
Dismiss them after several warnings










Corr. Co = .2960 (.4283)










P = .000 (P =  .000)
Discuss the cause of the problem with them
(n = 345) (n = 78) (n = 345) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 84.4% 85.8%
(85.4%) (80%)
2nd Choice 13% 10.4%
(14.6%) (16.5%)
3rd Choice 2.0% 3.5%
( - ) (3.5%)
4th Choice 0.6% 0.3%
( - ) (-)
Corr. Co = .1042 (.3401) P = .053 (P =  .002)
Arrange for all employees to start later
(n = 343) (n = 78) (n = 343) (n = 78)
Before Mini-enterprise After Enterprise
1st Choice 1.2% 1.7%
(9.0%) (8.2%)
2nd Choice 11.6% 13.9%
(21.3%) (23.5%)
3rd Choice 37.4% 37.1%
(31.5%) (34.1%)
4th Choice 49.9% 47.2%
(38.2%) 34.1%)
Corr. Co = .2770 (.5695) P = .000 (P = .000)
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Ignore the problem and hope that things would improve in time
(n = 343) (n = 78) (n = 343) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 2.9% 1.7%
(4.5%) (7.1%)
2nd Choice 18% 14.2%
(25.8%) (16.5%)
3rd Choice 40% 44.3%
(33.7%) (37.6%)
4th Choice 39.1% 39.7%
(36%) (38.8%)
Corr. Co = .2651 (.4009) P = .000 (P = .000)
SUMMARY - If staff were consistently late for work I would
Before Mini-enterprise After Enterprise
Dismiss them after several warnings
1st Choice 11.6% 11.0%
(3.4%) (5.9%)
Discuss the cause of the problem with them
1 st Choice 84.4% 85.8%
(85.4%) (80.0%)
Arrange for all employees to start later
1 st Choice 1.2% 1.7%
(9.0%) (8.2%)
Ignore the problem and hope that things would improve in time
1 st Choice 2.9% 1.7%
(4.5%) (7.1%)
Motivation
Students were generally well motivated during their mini-enterprise experience 
often working well beyond normal lesson times in order to complete various 
tasks for the company. A number of possible reasons have been suggested 
for this and some are addressed by questions within this cluster.
Questions A1, A2, A5, A12, A18, A28, A30 and A49 have all been addressed 
in previous sections above.
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Question A36 asked students if they worked better when they had competi­
tion.
Q A36 I tend to work better when I have competition at school
(n = 346) (n = 72) (n = 346) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 24.6% 19%
(27.8%) (15.3%)
Tend to Agree 35.3% 5998% 3.06% 55.0%
(27.8%) (55.6%) (30.6%) (45.8%)
Disagree 32.9% 36.9%
(33.3%) (44.4%)
StronglyDisagree 7.2% 40.1% 8.1% 45.0%
(11.1%) (44.4%) (9.7%) (54.1%)
Corr. Co = .4075 (.4099) P = .000 (P = .000)
Leadership, Negotiating, Delegation and Organisational Skills
Mini-enterprise experiences are thought to provide opportunities for students 
to develop a number of specific inter-personal skills commonly used in com­
mercial and industrial contexts. Questions A1, A7, A17, A19, A21, A29, A36, 
A40, B5 and B6 have been discussed in previous sections above.
Question A20 asked students if they found it difficult to deal with people who 
were angry.
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Q A20 I find it difficult to deal with people who are angry
(n = 344) (n = 79) (n = 344) (n = 79)
Before Mini-enterprise After Enterprise
Strongly Agree 20.0% 15.3%
(18.9%) (16.5%)
Tend to Agree 40.6% 60.6% 43.1% 58.4%
(51.1%) (70.0%) (43.5%) (60.0%)
Disagree 28.4% 31.2%
(24.4%) (37.6%)
Strongly Disagree 11.0% 39.4% 10.4% 41.6%
(5.6%) (30%) (2.4%) (40%)
Corr. Co = .2906 (.2887) P = .000 (P = .010)
Question A39 sought students reactions to the premise that the person with 
the loudest voice made the best leader.
Q A39 I feel that the person with the loudest voice often makes the best leader
(n =  346) (n = 72) (n = 346) (n = 72)
Before Mini-enterprise After Enterprise
Strongly Agree 9.0% 5.5%
(6.9%) (5.6%)
Tend to Agree 10.4% 19.4% 10.7% 16.1%
(6.9%) (13.9%) (4.2%) (9.7%)
Disagree 35.0% 31.7%
(36.1%) (40.3%)
Strongly Disagree 45.7% 70.7% 52.0% 83.7%
(50.0%) (86.1%) (50.0%) (90.3%)
Corr. Co = .3098 (.5496) P = .000 (P = .000)
Many mini-enterprise companies failed to address the need for good communi­
cation and consequently encountered adverse reaction from their work force. 
This sometimes took the form of trade union type activity where students co­
pied actions they had experienced through the media.
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Question B12 asked students what they thought was the best way of ensuring 
that a company didn’t have problems with trade unions.
Q B12 The best way to ensure that the company doesn’t have problems with 
trade unions is to>
Persuade the workers to sign an agreement not to go on strike
(n = 338) (n = 78) (n = 338) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 16.8% 19.1%
(14.4%) (10.7%)
2nd Choice 22.4% 21.7%
(24.4%) (27.4%)
3rd Choice 36.8% 35.9%
(31.1%) (31.0%)
4th Choice 24.1% 23.2%
(30.0%) (31.0%)
Corr. Co = .2029 (.2097) P = .000 (P =  .065)
Ban the trade unions from operating in the company
(n = 339) (n = 78) (n = 339) (n = 78)
Before Mini-enterprise After Enterprise
1 st Choice 6.5% 8.4%
(14.4%) (9.5%)
2nd Choice 13.8% 16.8%
(21.1%) (26.2%)
3rd Choice 28.8% 26.0%
(25.6%) (28.6%)
4th Choice 50.9% 48.8%
(38.9%) (35.7%)
Corr. Co = .2549 (.3692) P = .000 (P = .001)
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Pay the workforce well
(n = 338) (n = 78) (n =  338) (n =  78)
Before Mini-enterprise After Enterprise
1 st Choice 16.5% 13.3%
(15.6%) (19.0%)
2nd Choice 44.7% 42.3%
(35.6%) (29.8%)
3rd Choice 22.9% 27.2%
(33.3%) (28.6%)
4th Choice 15.9% 17.1%
(15.6%) (22.6%)
Corr. Co = .2531 (.4321) P = .000 (P = .
Enable all employees to voice their concerns to the management on a regular basis.
(n = 339) (n = 76) (n = 339) (n = 76)
Before Mini-enterprise After Enterprise
1 st Choice 60.1% 59.4%
(47.7%) (51.9%)
2nd Choice 19.1% 19.1%
(27.3%) (28.4%)
3rd Choice 11.4% 10.7%
(11.4%) (8.6%)
4th Choice 9.4% 10.7%
(13.6%) (11.1%)
Corr. Co = .3307 (.2437) P = .000 (P = .034)
SUMMARY - The best way to ensure that the company doesn’t have problems with trade 
unions is to:-
Before Mini-enterprise After Enterprise
Persuade the workers to sign an agreement not to go on strike 
1st Choice 16.8% 19.1%
(14.4%) (10.7%)
Ban the trade unions from operating in the company 
1 st Choice 6.5% 8.4%
(14.4%) (9.5%)
Pay the workforce well
1st Choice 16.5% 13.3%
(15.6%) (19%)
Enable all employees to voice their concerns to the management on a regular basis.
1st Choice 60.1% 59.4%
(47.7%) (51.9%)
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Teamwork vs. Working for Oneself
For a large part of their work at school or college, students are required to 
work individually. Sometimes they come together to work in small groups, but 
even on these occasions they are required to produce a personal record of 
their work within the group. Mini-enterprise work encourages students to 
work together for the good of their company and the questions within this 
cluster sought student views on the different methods of working.
Questions A1, A10, A35, A37, A 43, B5 and B6, have all been covered above.
Question A15 asked students if they thought a job could be more easily done 
when more people were involved.
Q A15 A job is usually done more easily when many people are involved.
(n = 343) (n =  72) 
Before Mini-enterprise
Strongly Agree 















(n = 343) (n = 72) 
After Enterprise
















The question of student initiative is associated with motivation and has there­
fore been addressed in Questions A18, A28, A30, A44 and B11 above.
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Being Able to Cope with Failure
During the course of a mini-enterprise, students would often rise to the chal­
lenge and establish a company which was an outstanding success for many 
different reasons. However, just as some succeeded, so a few failed to 
achieve their objectives which could lead to problems when students had to 
come to terms with their company’s failure. Questions A10, A12, and B18 
have been dealt with above.
Question A42 asked students if they were self critical of their work at school.
Q A42 I tend to be self critical of my work at school
(n = 344) (n = 71) (n = 344) (n = 71)
Before Mini--enterprise After Enterprise
Strongly Agree 16.8% 22.0%
(11.1%) (9.9%)
Tend to Agree 50.0% 66.8% 49.0% 71.0%
(55.6%) (66.7%) (49.3%) (59.2%)
Disagree 27.7% 26.4%
(30.6%) (38.0%)
Strongly Disagree 5.5% 33.3% 2.6% 29.0%
(2.8%) (33.4%) (2.8%) (40.8%)
Corr. Co = .4057 (.2946) P = .000 (P = .013)
Appreciation of the Needs of Others
Although working as a team was often a new experience, many students re­
acted well. They quickly recognised and utilised any talents within the group, 
and assigned students to specific roles where existing expertise could be 
utilised. Some students had no immediate skills or knowledge to contribute 
and had to make their contribution in other ways. Some mini-companies
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handled this task assignment better than other and the questions within this 
cluster investigate student sensitivity to the needs of others within the group.
Questions A1, A8, A10, A13, A14, A17, A20, A35, A43, B2, B5, B6, and B12 
have already been addressed in previous sections above.
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CHAPTER 6 
Discussion of the findings of the Study
The aims of the present study were detailed in chapter three and the purpose 
of the current chapter is to consider the implications of the data collected from 
the questionnaires and the semi-structured interviews held with students and 
their teachers on these aspects of mini-enterprise work in schools.
Knowledge of Financial Matters - Financial Planning
Many people consulted during this research identified ‘learning how to make 
and control money’ as a key feature of mini-enterprise companies. Without ex­
ception, the use of money was one element which distinguished the mini-enter­
prise activity from the students’ other lessons and it certainly gave a sense of 
purpose to the students’ planning activities.
Many students in secondary school have experience of part time work before 
they leave school. (Mizzen 1992) Nevertheless, all the students ques­
tioned said that they welcomed the opportunity of working to make money in 
school. Many were motivated, in the short term, by the notion of personal 
gain, but many others agreed from the outset, to donate any profits made to 
worthy causes. Whatever the underlying motive for making money, it did pro­
vide students with a graphic ‘performance indicator’ of both their own effective­
ness and their company’s financial performance. Company profitability and 
survival are two performance indicators used by the Department of the Em­
ployment to indicate the success of a small business, (cited in MacDonald & 
Coffield 1991, p. 157)
The major mini-enterprise models place considerable emphasis on collecting 
information to inform decision making, for example, by conducting market re­
search and acquiring information to assist in product design and manufacture.
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(MESP 1987, pp. 16/17; Young Enterprise - Achievers Handbook, 1987) Such 
activities enabled students to consider various aspects of financial planning, 
potential turnover, overall costs, potential profit margins, and in doing so, 
many companies were able to establish that certain products would be prohibi­
tively expensive for them to manufacture.
"/ was the production manager for the first half of the year and we had a few slight mis­
takes ... well we bought too much of something at a price which was too high and we 
couldn’t sell them" (school B, p. 5)
"It (mini-enterprise) helped you realise the importance of keeping a balance sheet up to 
date, because if you didn’t you either had not enough money, or you have too much." 
(school D, p. 4)
"To do one tee shirt, it took so long to actually go through the computer programme 
and to get it on the thing and to get the video camera to focus on something. It took 
quite a time, I think we were a bit ambitious. If we had more time and a better print out, 
we might have done something. Made a profit." (school F, pp. 5-6)
The questionnaire therefore sought to establish whether participating in a mini­
enterprise encouraged students to become more active in collecting such 
data prior to making important financial decisions. (QA32) Surprisingly, the 
reverse seems to be the case. Students who had participated in a mini-enter- 
prise company, were reluctant to spend time collecting information or in­
volve themselves in planning activities generally. Many companies didn’t have 
a business plan and in some, even the costing of products and services was 
approached in a haphazard way.
"In the beginning we all sat round and thought of products, and thought, wouldn’t it be 
good if we could make this but it was a bit extravagant and we realised that we didn’t 
have the capabilities so we were a bit more careful." (school A, p. 1)
It was therefore, not surprising to see only a third of the students involved in 
mini-enterprise indicating the importance of market research to the develop­
ment of action or business plans. When interviewed, few companies saw the 
production of plans as being particularly important, and they were often pro­
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duced only to satisfy some course work criteria (School H - mini-enterprise 
was conducted as part of a GCSE Business Studies Course), or to satisfy the 
bank manager that his money was to be put to positive use.
"To get the money we had to have an interview with the bank manager and we had to 
make or case, it wasn’t, (pause) if they didn’t think we could sell it because we didn’t do 
enough market research they wouldn’t have just said 'O.K. ’ A lot of groups they told to 
go back."
"We also took our business plans and we had write about two pages and that looked 
good. And Chris took in an example and took in our posters that we had sketched out. 
And we just talked about how we were going to make it and what we were going to 
need. How we had done our research and things like that. We got it (the loan) straight 
away." (school D, pp. 7-8)
This reluctance may be due to several factors, some more obvious than 
others. The duration of the mini-enterprise varied from school to school. For 
example, of the twenty schools involved in the study, 15 ran for half a term or 
less. Students were anxious to start work, which for many of them, meant sell­
ing their products or services, and found it frustrating to have to spend a great 
deal of time discussing and planning what their company would be doing. As 
they were operating for a very short time, conducting a formal market re­
search exercise in the limited confines of the school was seen as an academic 
exercise, as any information gathered in this way could be gleaned through 
their daily informal contacts with fellow students.
"We advertised on the back of the bags (used to wrap the company’s product) and we 
also put an advert in each block." (school C, p. 14)
'We went into an assembly and showed them what we were doing there. After that our 
orders really went up." (school C, p. 14)
"We did some research and found out that it would be really expensive to do the dyes 
and things and we asked people around the school whether they’d be interested and 
they didn’t seem very enthusiastic about it." (school A, p.6)
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There was also the added risk that their activities would have revealed com­
pany plans to competitors operating in the same environment, as in the case 
of schools A ,B, C, D, & I.
"... most of them (students) thought that it (mini-enterprise) was going to be a lot more
exciting, a lot more hatching plots against each other and that sort of thing." (school B,
P-2)
The two most popular ways of funding mini-enterprise, were selling shares or 
obtaining a loan from the bank. Both methods failed to represent a true pic­
ture of the real world of business to the students. Although several major 
banks became involved at local school level, few if any, charged more than a 
notional sum of interest for the loans made, and few imposed bank charges 
on mini-enterprise companies transactions. When on one occasion a com­
pany was charged by the bank for operating their account, the teacher in­
volved became extremely annoyed and threatened to stop using the bank’s 
services, even though the students thought the charge was in order. In re­
ality, such charges are crippling to many small businesses and the banks’ atti­
tude to loan and overdraft facilities to small business, has been the subject of 
heated debate during the past year (1991). Finance, particularly during the 
start up phase of a new business, is vital and the lack of capital is often found 
to be the reason for eventual business failure. (MacDonald and Coffield 1991 
p. 154) Data from the questionnaire indicated that whilst most students saw 
banks as a good source of capital, they were extremely naive when it came to 
the requirements of the bank prior to granting a loan facility.
The cursory manner in which bank personnel examined business plans de­
tracted from one of the essential planning functions involved, both in mini-en- 
terprise and other newly established small businesses. The setting of arbitrary 
ceilings for loans, irrespective of company needs and before the presentation 
of business plans, served to reinforce the notion that it was simply an intellec­
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tual exercise rather than a function of sound business planning. Students re­
sent being presented with tasks that merely keep them occupied (Cullingford 
1991, p. 100), and such an obviously bogus task, cannot but detract from the 
potential for learning in this critical aspect of financial planning. Fortunately, 
many students were undeterred by such restraints, and argued their case for 
the funds they believed their company needed if it were to succeed.
The data collected in this study suggests, that the involvement of banks at this 
critical learning stage is sometimes less than positive. They have an excellent 
opportunity to influence the attitudes of many students involved in mini-enter- 
prise at a formative stage in their education. However, the data seems to sug­
gest that many of their staff continue to perpetuate short term attitudes toward 
loans and overdrafts, for which British banks are frequently criticised and 
which is often given as a reason for the failure of British industry to capitalise 
on innovative ideas.
Research Activities
Many students decided to produce products or services which necessitated 
research to ensure both the safety and legality of their products.
"In our company we had to make perfumes to mix using ethanol and we had to get per­
mission from the Customs and Excise before the school could sell us some. Even when 
we could get the permission we were still not allowed to buy any as it was against the 
law. I'm not sure what we were supposed to do about that, so they gave us some and 
we donated some money to the school." (school H, p.2)
Other companies faced the problem of competition from commercial organisa­
tions, such as the school meals service and had to ensure their products con­
formed to health and safety standards.
"When were setting out to sell the stationary we had a list made up but we later found 
out that some of the items on the list we would not be able to sell, such as Tipex." 
(schools H, p. 3)
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"We wanted to sell sweets We couldn’t do that because at break times the cooks in
the hall they sell doughnuts and that sort of thing" (School E, p. 5)
However, not all students were reluctant to engage in research and planning 
activities. Some companies spent a considerable amount of time collecting 
data to inform their decisions and contrasted this with the normal situation in 
lessons where they are given a selection of solutions to choose from or are 
told exactly what to do.
'We were virtually on our own. Miss W did come in, but we had to make all the deci­
sions ourselves. We weren’t told we had to that, we had to decide between all the op­
tions we had, which was different from normal" (school F, p.3)
When responding in the questionnaire approximately 40% of the mini-enter­
prise students (up 3% after the mini-enterprise experience) identified the im­
portance of market research in fixing the prices customers are willing to pay 
for products and services. (Q B20)
This seems to support the suggestion that students are frustrated by the re­
striction of time, as many of them clearly understand the need for sound plan­
ning and research when asked outside the context of their mini-enterprise 
company. They are however, reluctant to act on this knowledge when they 
perceive such activity as taking them away from involvement in the practical 
aspects of running their company.
Raising Capital for Mini-Enterprise Companies
Clearly all mini-enterprise companies require capital, and students tended to 
raise this in one of three ways. By obtaining a loan, by selling shares or by 
personal funding. Those students involved in Young Enterprise were directed 
towards the selling of shares. Those using the MESP model tended to have 
more freedom to select the model they preferred. Both schemes have the 
backing of major banks (National Westminster & Midland) and this influence
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is embedded in the support literature supplied. (Young Enterprise Kit 1987, 
and Mini-Enterprise in Schools Project Booklet 1987 - both have since been 
up-dated)
Despite the emphasis on preparation and planning, it was disappointing to 
find that little consideration was given to matching the type of business to the 
means of raising the capital necessary to finance the operation. Not surpris­
ingly perhaps, approximately 40% of the mini-enterprise students (down 4.6% 
after the mini-enterprise) favoured banks as the best means of raising the 
money required to finance their business. (Q B13) However, the procedures 
used were far from realistic. Where schools were able to use personnel 
from a local bank, students were required to produce business plans 
which were discussed during an interview prior to the granting of a loan. The 
conditions relating to the loan varied. Normally schools fixed a maximum fig­
ure for the loan irrespective of the need identified in the business plan, which, 
as has previously been mentioned, had in some cases, the effect of limiting 
the business activities open to students.
"At the beginning, Mr. P. said he would be giving loans of no more than £5.00 or £6.00 
but we thought we needed £25.00 to buy the materials with, so we just sort of went for it 
and got the loan." (school D, p .7)
No company raised their capital from more than one source; from personal 
contributions, shares and a bank loan; which would have been an obvious 
way of extending their opportunities. The mini-enterprise companies seemed 
to be blinkered when it came to raising capital, unable to look beyond the 
‘preferred’ method advocated by their teachers or advisers. In one case a 
company didn’t consider obtaining a bank loan, even when they were experi­
encing temporary cash-flow difficulties, preferring instead to sell more shares, 
even though this was particularly cumbersome.
199
"... I don’t think we could hav asked for a loan  And eveyone thought it would be bet­
ter to sell more shares and have less net profit than go and get a loan from the bank." 
(school A, p.4)
When students did obtain a loan, the conditions attached to the loan were un­
realistic. Few understood how loans would be secured (Q B19), or thought 
that banks would be interested in seeing the previous years accounts, but felt 
that information about how the loan was to be used and potential profits would 
be more important.
Whilst students generally responded to the responsibilities of using other peo­
ples’ money well, there was always the belief that if everything went wrong 
they could simply walk away from the problem. Whilst this may well be true in 
the context of the mini-enterprise company, it is far from the reality of business 
life and therefore gave students an unrealistic view of financial transactions in 
business.
Using shares as a method of funding was strongly advocated by Young Enter­
prise and was also used by some of the other mini-enterprise companies. It 
had the considerable advantage of spreading the financial liability if the com­
pany failed to prove a financial success. Unfortunately, some students were 
given an unrealistic view of their responsibilities to shareholders. Few held 
shareholders meetings of any kind, nor did they issue reports during the oper­
ation of the company. In one case students were advised against repaying 
money to their shareholders by their advisers, as each shareholder would re­
ceive a fraction of their original investment and it would be difficult to arrange 
repayment. This distressed one of the students who referred to the practice 
as ‘legal but not ethical’, (school B, p14)
The students’ responses in the questionnaire (Q B19) are perhaps indicative 
of their confidence to be able to persuade the bank to lend them the money 
they require and perhaps, a naivety as to the realities of commercial banking.
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The student interviews suggest that these attitudes are re-enforced by the 
bank personnel participating in mini-enterprise schemes.
Was there any problem, did you manage to persuade a bank manager to give you 
some money? "No not really, Kim's a good talker, (school C, p.4)
"When they (the teachers) were telling our parents all about it before it began, well my 
mum was a bit late and so she took home a leaflet and it gave you the impression that 
they (the bank) would lend you about £50.00. So my mum when we came to add up 
what we needed wasn’t surprised that it came to £25.00. When we came back from 
school, they said about £10.00 was the average. My mum couldn’t believe it, that you 
could make a business out of £10.00. So my mum said, go for it, even if other people 
are getting £5.00 loans, if you make a good case and present it well you should get it." 
(school D, p. 8)
In some cases, teachers, or adults other than teachers, acted as the bank 
manager and judged student business plans using educational rather than 
strictly business criteria.
"I think the teachers if they really, really wanted us to pay back the loan they wouldn’t do 
this scheme in the first place because... because they trust us its O.K. but there must 
be times when people don’t pay back their loan. It was important for us because we 
had such a big loan and the money needed to be there for next year." (Schools I, p. 7)
The offer of a grant of £40.00 from the National Westminster Bank, also con­
fused the relationship between the mini-companies and the bank, because in 
some cases it became absorbed into the company’s income and consequent­
ly affected their balance sheets.
Student responses in the questionnaire (Q B13) suggest that they understood 
that investing in business was a financial risk. They were therefore more like­
ly to favour using other peoples’ money rather than their own, unless they be­
lieved their company would be an unqualified success.
"We had to put all the time and the money in, the £20.00 and all the effort in, therefore 
what we earn we ought to be able to keep. We kept down the amount of money we paid 
in wages to make the company a success and now we are told we cannot keep the 
profits." (school H, p.4)
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Certain aspects of raising capital for mini-enterprise companies were clearly 
beneficial, schools C, D (reported above)and G all found negotiating with the 
bank a positive learning experience.
"I just liked the experience really; working with other people, handling money, the inter­
view with the bank manager." (school G, p.2)
"Well we asked Miss S. (the teacher) if we could take the loan and she asked the bank 
manager who ever it was, to come in and he came in and discussed it with us, and we 
told him how much we wanted, for how long and how our company was going to be run 
and how we were going to pay him back." (school C, p.4)
One group singing their company jingle to impress the bank manager,
"My parents think it's a good idea (mini-enterprise) because it generally helps you make 
decisions with the class and I have been known to take some of the work home with 
me. Because we did a song for the bank manager, actually we have done three songs 
for the bank manager. Does he appreciate them? He thinks they are funny. Some­
times he thinks they are good and sometimes he thinks they could be worked on a bit 
more. My mum and dad generally think it’s very good." (school G, p. 11)
and the others producing detailed management plans indicating the need for 
specific minimal level of funding. (School C, reported above) In one case 
(School D, reported above) the sum required was more than twice the maxi­
mum figure specified by the school’s headteacher.
Most of the students were aware of their responsibility to either the bank or 
the share holders, and saw paying back their loans as a priority.
"I think it was important to pay back the loan for us, because we had a lot of money and 
we were confident that we could pay it back. There was a time when I thought we 
wouldn’t but we did." (School I, p.6)
Keeping Financial Records
As the money involved in the mini-enterprise companies which generally 
came from either banks or investors of one sort or another, accurate financial 
records were essential. The questionnaire (Q B15) suggested that students
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saw such records as necessary to prevent the company selling at a loss (mini­
enterprise group 28.4%, which rose to 31.4% after the mini-enterprise) and to 
ensure that they could produce accurate tax returns (mini-enterprise group 
31.4%, which rose to 34.5% after the mini-enterprise), although few saw it as a 
means of preventing theft from the company, (mini-enterprise group 17%, fell 
to 16.3% after the mini-enterprise)
The questionnaire data suggests that students understand the need for acti­
vities they were reluctant to engage in during their mini-enterprise experience. 
Few mini-enterprises were obliged to pay tax of any kind, nor were their ac­
counts externally audited. This made the need to keep accurate financial rec­
ords less of an imperative than it would have been in a normal business. Des­
pite this, few students reported any theft from their company, the only obvious 
references to unexplained financial dealing being at Schools B, J and A.
"We had a lot of members (leave the company), a lot at once and that made us think of 
giving up for a while. But we decide not to and we h ad .... when the first managing di­
rector left we found that we had £41.00 worth of unpaid bills, which he hadn’t told 
anyone else that we had received." (school B, p.8)
"I think there was about £30.00 that wen missing .... I don’t know" (school A, p.2)
"...some kids they came along and stole a whole box of Drifters and there was four of 
them and only one of our lads who couldn’t really do anything." (school J, p.5)
Students usually took their financial records extremely seriously, going to 
great pains to ensure they had accounted for every penny.
"It was a bit boring filling it (the balance sheet) in all again, the whole of the balance 
sheet. Because our balance sheet was about one and a half pages of A4, it was quite 
long. We mucked it up somewhere in the middle, we had entered in something wrong, 
or we added it up wrong or something and we had to do it all again working it out on a 
calculator making sure that it was right." When you say, we had to, what do you 
mean? "Well, we had to work out how much profit we had, and how much money we 
were going to give to .... The teachers wanted to see the balance sheet so, we had to 
do it correctly anyway." I am curious about this. If I gave you this balance sheet to 
do as an exercise, and you made a mistake, you’d feel pretty bad about doing it 
again wouldn’t you? And I wonder how you felt about it because YOU decided to
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do it again? "You’d have to do it again because you have to keep the business going. If you 
got it wrong it would let the business down partly. (School D, p. 4)
Costing Products and Services
The student costing of products and services in many cases was poorly con­
sidered, usually being guided by what students thought the market would 
stand rather than establishing what their costs were, and pricing the products 
or services accordingly.
"We had a problem getting our sweets ’cause we got a load of sweets which were £2.00 
a jar then we made a load of bags which we sold for £4.00, a 100% profit. But when we 
went for some more they didn’t have any and we had to get another load of sweets and 
we didn’t make as much profit on it." school C, pp. 5-6)
"We decided that they would be 50p to sell but I don’t know how much they were to 
make." (school A, p.2)
“I think we would have done a lot better if we had worked out how much material we 
needed in a lot of detail. We had meetings in the morning and we'd discuss how much 
money we had and how we could make a profit. But often people would go to other 
meetings and we couldn't discuss things properly.” (school H, p.8)
Some students did attempt to price their products or services accurately, but 
because their markets consisted largely of fellow students, friends and family, 
they tended to lower their costs and subsequently experienced financial diffi­
culty. This provided an interesting contrast to the student responses in the 
questionnaire. (Q B20 part 4)
Few students fully understood the concept of ‘overheads’, and few were re­
quired to pay realistic overheads for premises and equipment they used. In­
deed, some felt that such payment would not be warranted.
"Because it we are in school, we took it for granted that we would have the card for 
free, that we would use the blenders for free but I ’m sure if we had to pay for it still 
would have worked because we had plenty of profit and we could have paid for them." 
(School G, p. 16)
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Few mini-enterprise companies mentioned paying tax, students at school H 
were required to pay corporation tax levied at 40% of declared profits, with 
the alternative of this sum being donated to charity, (school H, p.4)
Many students said that they were motivated by the prospect of making 
money:
'We saw last years company made some money out of it, so that was one of the reasons 
for doing it, the thought that we might make some money." (school A, p.5)
"I liked the selling best because I got money for it." (school C, p.2)
What did you like best about taking part in mini-enterprise? Selling the products we 
made and making money, (school D, p. 1)
but in some case the question of what would happen to any profit made was 
not clear. School G took the view that any profits should go to a charity, one 
student explained:-
'We are not going to keep the money because its really a bit selfish because we don’t re­
ally need the money, its people who are researching, or people who have something 
wrong with them that need the money, not us." (school G, pp. 12-13)
On the other hand, students at school E were particularly annoyed that they 
couldn’t have a share of the profits and that their views were overridden by 
their teacher.
'We wanted to share the profits out between us all, but miss didn’t want to, she just 
wanted to put it in the bank and leave it there." (School E, p.6)
Student Control of their Mini-Enterprise Company
In some cases, students complained that they had little control over their own 
company’s direction. Sometimes this was because the teacher overturned de­
cisions made by the students, or brought excessive pressure to bear.
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"The other group with X as adviser had too much pressure put on them in getting out re­
ports and that. He came into lessons and started shouting at them because they hadn't
got some things printed The M.D. would be trying to run everything and she might
say: right lets start to work, and he’d say: 'Just a minute, don’t you think you ought to do 
this or that.' He didn’t advise, he told." (school A, p.7)
"She (the teacher) played a very prominent part in it actually. She said go home, do 
some homework, decide on a name and make plans for it. We come back gave her our 
ideas of what we thought and she come out with 'Mini-co', she’d worked out where we 
sell, what we were making, where we get all the goods and all the things like that, which 
I don’t think she is supposed to do, but she thought she was helping." (school E, p.4)
In other cases this was because friendship groups voted together.
"I’m still not very friendly with some of the people but I can get on with them if I need to. 
So that is something you learnt from the Y.E. experience? After one or two argu­
ments at the start. But you can still show that when it comes to a vote, people tend to 
cluster into groups. You mean they don’t consider the decision they vote along 
frinedship lines? To some degree. But they look at the decision and that’s formed the 
friendship because they are all voting on one side so they get slightly more friendly as 
they work together." (school A, pp..6 - 7)
In both cases this indicated insecurity or lack of confidence.
Table 5 Operational Life of Mini-Enterprise Companies (n = 20)
Duration Number of Schools
Less than two weeks 1
Half a term 14
A Full Term 2
Two Terms 1
Two and a Half Terms 1
A Full Year or More 1
The teachers were anxious that their students did well and were keen to pro­
vide support, finding it difficult to step back and become facilitators. The mini­
enterprise was often a high profile activity both within the school and the local
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community, and keenly watched by, parents, governors, the senior manage­
ment of the school and others in the local community. This put a certain 
pressure on the teaching staff responsible for the mini-enterprise to ensure 
success.
The claim made by exponents of mini-enterprise, that students have a ‘clear 
sense of ownership of their learning whilst participating in a mini-enterprise’, 
cannot be confirmed without some qualification. In some mini-enterprise com­
panies visited during the research students did have ownership of their learn­
ing, in others, students were still closely supervised by their teachers. How­
ever, supervision and ownership are relative terms, and where students were 
subject to supervision, the teachers involved would probably argue that they 
were less directive during the mini-enterprise than normal lessons.
"What happened at the beginning the teacher said; 'Now you can go into your groups. 
We don’t put you into groups, you find out. ’ 'Cause after the paper hats (a simulation 
exercise played out before the mini-enterprise began) you knew who worked and who 
mucked around so we chose those who were good at maths and who could make stuff 
and those who could sew and write, so we just went on from there." (School C, p .7)
Many students were therefore particularly sensitive to peer group pressure, 
particularly the younger students. The suggestion that peer group pressure 
acts as a powerful incentive to student learning was generally confirmed in the 
findings of the study. In some cases this was a positive feature enabling stu­
dent to achieve work of high standards, in other cases it prevented develop­
ment in the mini-enterprise companies.
Resource Management Skills
As in the case of most commercial companies, the single most important re­
source at the disposal of all the mini-enterprise companies was their labour 
force. Working together in groups on a specific task, was a novel experience 
for many students who were more accustomed to working by themselves.
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Therefore the management of mini-enterprise companies presented perhaps 
the most daunting challenge to the students involved.
The Young Enterprise model recommended the election of certain key ‘offi­
cials’ necessary to the company organisation, managing director, secretary, 
personnel manager etc. Other mini-enterprise models tended to leave the or­
ganisation more open. Meetings and discussions were essential elements of 
the company’s organisation and students tended to find them difficult, and 
there were, not surprisingly, many heated arguments
What things did you argue about? "What we were going to order, who was going to be 
on the stall first and things like that, because our group was so big there were times 
when people were rubbing edges with each other and there were quite a few argue- 
ments." (school H, p.6)
and sometimes even desertions.
"And they made some hats they thought were good but they weren’t good at all and they 
couldn’t sell but it was really difficult to tell them." Particularly as one of them was jn  
quality control and they kept on going off and wanting to join another group." (school I, 
p.4).
However, despite these problems, students indicated, both in the question­
naire (Q A14) and the interviews, that they saw the process of discussion as a 
vital part of decision making in their mini-enterprise companies.
The students were inexperienced at taking their own decisions in school, and 
some were even ridiculed when they conducted market research in the play­
ground.
"Some of the boys from the second year were running around saying: 'It’s a con’ and 
’Don’t buy it , it will fall apart’, and things like that (school D, p.3)
It is therefore understandable that they should vote in ‘friendship groups’ as 
this ensured a measure of security. They were also anxious to show that they 
could make their company a success without help from either the teachers,
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or AOTs, and because they had a stake in the company it was essential for 
them to work together to ensure such success.
Marketing in Mini-Enterprise Companies
Marketing was not always a strong feature of the mini-enterprise companies 
and they didn’t always conduct their market research, or their advertising cam­
paigns well. This was possibly because they enjoyed a captive market within 
the school, or amongst their friends and relatives when they went home. Very 
few sought to take their products and services into the wider community.
Despite their reluctance to become involved in market research activities, 
most students clearly saw, or were encouraged to see, the need to canvas the 
opinion of potential customers to guide their product design, or establish the 
need for a particular service. (Question B8, part 1, mini-enterprise group 
79.1%, up 0.6% after the mini-enterprise) Interestingly, in the question­
naire they placed more value on establishing potential demand for their pro­
ducts or services, than they did for attempting to influence the market by crea­
ting a monopoly position, or through advertising. This point was dramatically 
made by the response to the value of television advertising in the promotion of 
a product by the mini-enterprise group, when they had completed their mini­
enterprise. This difference may reflect the fact that few mini-enterprise com­
panies have access to television coverage and therefore thought the notion 
rather fanciful. However, school B were shocked by the success of a rival 
Young Enterprise company which was reported in the press,
7 know we had quite a shock when we visited X college and saw how well they were 
doing." You say you were shocked. Why were you shocked? "Well... there was an 
article in the paper saying they had made a profit which was double or treble ours and 
they seemed to be making a very limited product but they seemed to be making a good 
job of it. It was a high quality product. Things seemed to be going quite well. But they 
were older than us." (school B, p.8)
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and school I did receive local television and press coverage of their activities. 
Few examples of advertising campaigns were specifically discussed during 
the student interviews, although most mini-enterprise companies seemed to 
use posters to promote their products around the school, and school G did at­
tempt to use jingles on some occasions, (mentioned above)
Competition
There were however, some indications in the present study, that a practical ex­
perience of running a mini-enterprise did have an effect on the perceptions of 
the students, and this can be seen in some of their responses in the question­
naire when the mini-enterprise group is compared with the control group of 
students, (e.g. Q B6 c, Q B5a, Q B1c, Q 9a, Q 10c, & Q 18b)
Competition in the real business world is intense, but students running a mini­
enterprise company in school are often sheltered by a very close knit and rela­
tively sympathetic market place. This may be necessary and desirable for edu­
cational reasons, but it fails to present the harsh realities of the business world 
to students, particularly those who may have ambitions to start their own busi­
ness when they leave school. Therefore, whilst the responses to questions in 
the questionnaire indicates that students have a fair understanding of many as­
pects of business, follow-up questions in the interviews indicated that students 
did not consistently apply the knowledge they had gained from the other sub­
jects they studied at school, to their work in mini-enterprise. Consequently, 
the assertion made by advocates of mini-enterprise that the application of con­
cepts and knowledge in work simulations helps students to see the relevance 
of other subjects in school, could be confirmed only with major reservations.
It suggests that if schools wish to establish meaningful links between the main­
stream curriculum and mini-enterprise activities, the need to involve as wide a
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range of teaching staff (and AOTs) as possible to overcome this form of ‘busi­
ness myopia’.
The Use of Profits for Future Developments in Mini-Enterprise Com­
panies
Few of the mini-enterprise companies visited had any form of long term busi­
ness plan, largely due to the way they were established within the school’s cur­
riculum structure. For this reason perhaps, most of the students viewed all 
the money they made as profit and gave little thought to re-investment into pro­
duct development or company marketing activities. The response from 
School G, one of the few examples of a long term mini-enterprise interviewed, 
illustrates how the mini-enterprise companies tended to neglect the manage­
ment of their money once it had been placed in the bank.
What happened to the profit? "Its all gone into the bank. Straight in and when we want
some money for a new project we just go and get some out." (school g, p. 12)
Student attitudes towards the use of the profit made by their mini-enterprise 
companies revealed by responses in the questionnaire (Q B10) are interes­
ting. Students certainly didn’t see making money for the owner of the com­
pany as being particularly important, (only 8.5% of the mini-enterprise group, 
9% after the mini-enterprise) This contradicted the view expressed during the 
student interviews, where many students saw making money for themselves 
as being particularly important. In the questionnaire, mini-enterprise students 
supported the notion of investing in research and development (43.9%, 37.7% 
after the mini-enterprise) and ensuring company stability (26.9%, 33.9% after 
the mini-enterprise) as the two major reasons for creating profits.
However, few of the mini-enterprise companies visited used their profits in re­
search and development activities, although this may have been because 
most of them existed for only a short period of time. Students interviewed in
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school G, clearly saw profits as providing a financial buffer in times of hardship 
and used them as and when necessary, for future product development.
There was little opportunity for students participating in a mini-enterprise to 
see the relationship between healthy profits and stable employment, since few 
of the mini-enterprise companies paid their workforce. Although long term em­
ployment was not an intended to be a feature of the mini-enterprise, the ques­
tion of stable employment in business was clearly discussed by the students 
during their mini-enterprise experience, and some extreme views did emerge. 
For example, one student from school E suggested that competition from his 
mini-company might help motivate school meals staff.
".. if we had done it (sold sweets etc.), they (the kitchen staff) would have realised what 
they were doing wrong and they would have bought the same things in and different 
things. So they would make more profit and we would lose out." (school E, p. 6)
Customer Service in Mini-Enterprise Companies
Parts of the questionnaire focused on company organisation and customer 
service. (Q B11 & B 17) Students indicated their preference for establishing a 
good rapport with their customers and trying to ensure that company organi­
sation was as efficient as possible to enable it to respond to customer de­
mand.
Many of the mini-enterprise companies had to face the problem of being un­
able to satisfy the demand for their product or service:
"I don’t think we would take orders again. We had so many orders we just couldn’t 
make enough to fill the orders." (school C, p. 14)
"We went around asking people if they wanted to buy one of our hats, that was when we 
had something to show them. On other days we couldn’t because we didn’t have any to 
sell." (school I, p.8)
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and this often reflected the pattern of work organised by the school. Where 
mini-enterprise companies operated over a longer period, it was possible for 
students to gear up for particular events, such as a Christmas Fair or a par­
ents’ evening. In companies with a much shorter life span, students were ob­
liged to sell as they produced, which in some cases meant that they created a 
demand they could not satisfy. This in turn created problems obtaining the 
raw materials required to sustain production. Often companies suffered delays 
in obtaining materials from wholesalers, and in some cases, alternatives had 
to be used.
"Well, where we were getting the hats from first of all, they said that they couldn’t get
them ......  Well the shop said that they were going to get some more in of a different
type so we got those instead." (School I, p.2)
Quality Assurance in Mini-Enterprise Companies
Ensuring the quality of the products produced and the services offered by 
mini-enterprise companies was a constant problem. The data from the study 
indicated that the students frequently lacked the specialist skills required to 
manufacture particular products, and could ill afford either the time required to 
develop the necessary skills, or the materials wasted gaining such expertise.
"Part of the course (mini-enterprise) was that we had to pay rent to the teachers or who 
ever's building we had been using and we had to pay wages and things like that. So it 
did actually cost us to use the equipment. We lent it (the computer equipment) off the 
the art teachers, but the tape was quite expensive. It was £15.00 wasn’t it? Yes, but it 
was quite a lot out of what we had raised. It just sort of went wrong (School F, p.6)
In the questionnaire, (Q B17) students indicated that they felt that the im­
plementation of a system of quality control together with the offer of some 
form of guarantee was the best way of maintaining quality, (mini-enterprise 
group 38.1%, 41.6% after mini-enterprise) They were not attracted to the idea 
of ‘building in quality’ to their products at the design stage, and only about half 
of the enterprise group saw any value in providing courses for their workforce
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on quality, some form of Total Quality Management’. Conversely, two thirds 
of the control group thought this to be a good idea.
The latter figures were perhaps to be expected, as the concept of mini-enter­
prise companies has been criticized because of the tendency to produce 
simple ‘low tech’ products which tend to be of poor quality. (Wragg 1991,
HMI 1990) During student interviews, a vast range of products and services 
produced by the mini-enterprise companies were viewed and discussed. In 
some cases the company acted as little more than a retailer.
"We made packages to put envelopes and paper in and we dealt with a company that 
deals with the school. We did bookmarks and and pens and pencils as well." (school E,
p.1).
Others offered services which were using state of the art technology (School 
F, mentioned above), although not always with great success! In several inter­
views students discussed their problems relating to ensuring the production of 
a quality product, (schools I, an F mentioned above)
"The workforce, the people who were designated to make them, (hated the mirrors) We 
came up with designs and everyone was all enthusiastic at first and then when it got 
down to people getting the materials and bringing in on time and to cut the wood and 
sand it and break the mirrors, there were a lot of breakages there. We had a lot of frus­
tration getting the mirrors on to the wooden surface, we stooped to car body surface at 
one point it was suggested by one of the advisers, it failed miserably so we went back 
to glue and paper. It was just that we were making them throughout the whole year and 
we got sick of the sight of mirrors of making them, of the design and everything."
(school A, p. 3)
Most were aware of the problem and tried to improve quality by appointing a 
quality control inspector. Such a position was fraught with difficulty as it often 
came down to one student telling a friend, that their work wasn’t up to scratch. 
(School I, mentioned above) In some cases the students were unable to im­
prove matters because they didn’t possess the skills to produce the goods or 
services they had planned to sell and they didn’t have enough time to learn
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them. In this climate, lectures or courses on total quality management were in­
appropriate.
This aspect of mini-enterprise clearly presents a problem for teachers and 
AOTs wishing to ensure that students retain ownership of the mini-enterprise. 
To ensure the success of mini-enterprise, teachers and AOTs must enable stu­
dents to take control of their company and the learning process associated 
with the experience. Insensitive direction or control over product design and 
quality would both detract from the learning experience and possibly cause 
student resentment, (eg. Schools A and H mentioned above) When students 
offered their products for sale in the wider community, the harsh realities of 
the market place often made the need for quality far more effectively than the 
mini-enterprise advisers could.
'We wrote out a list of all the companies in X and then some of us went round in the holi­
days and told them what it (the mini-enterprise) was all about and showed them the 
mock programme and showed them where the space was and told them about the 
prices and then went back a couple of days later to see if they were interested." What 
was their reaction to you? "Some didn’t think we were genuine because we looked too 
young, others thought well they're at school we’ll help them." (school A, p.1)
The data from the study indicated that although students often marketed pro­
ducts that were not of merchandisable standard, they were nevertheless, pur­
chased by apparently appreciative and supportive parents and friends. This 
is worrying for a number of reasons.
First, it provides students with a damaging role model, one which leads them 
to believe that customers will buy ‘any old rubbish’. This is clearly totally unre­
alistic, and unacceptable in the real commercial world. (Reid 1989, p. 17) Sec­
ondly, it does not encourage them to examine the mechanisms that can be 
adopted to ‘build in’ quality to their work. If learned in the very practical way 
during a mini-enterprise experience, there is at least the likelihood that the
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knowledge would be transferred to other work, both in school and outside in 
other activities.
The data from the study seems to supports the view that mini-enterprise pro­
ducts are a ‘rip off’, and that students are simply trading on the sympathy of 
others (Wragg 1990), and also provides evidence to support to the assertion 
made by Johnson (1990) that:-
"... developments in Britain are stymied by the low standards expected of our young 
people."
However, it is hardly surprising that young people have such low expectations 
if they are given the kind of unrealistic feedback described above, which is not 
atypical for students involved in mini-enterprise. If students were more fre­
quently encouraged to market their products and services in the wider com­
munity, their work could be easily compared with concrete examples of the 
work of others in the ‘real’ commercial world. As a result of the lack of this 
form of objective criticism, students in mini-enterprise companies saw quality 
as something remote from manufacture, something that could be dealt with at 
the end of the production process if necessary. Few saw value in attempting 
to improve quality by improving their skills and knowledge, or enhancing the 
perception of all company members, by introducing the notions of, ‘Quality Cir­
cles’ (QCs) and Total Quality Management.’ (TQM) Both concepts would fit 
well into the mini-enterprise context.
Collard defined TQM as being:
"A cost effective system for integrating the continuous quality improvement efforts of 
people at all levels in an organisation to deliver products and services which ensure 
customer satisfaction." (Collard & Sivyers 1990)
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A policy of TQM if adopted, would benefit, not only the mini-enterprise com­
pany, but clearly have implications for the attitudes of students towards their 
studies in all aspects of the curriculum.
Robson suggested that QCs were:
"... a group of people of about four to ten in number working under the same supervisor 
who meet once a week to identify, analyse and if possible suggest solutions to work-re­
lated problems." (Robson, 1982 cited in Sutcliffe & Pollock 1992)
This is already an integral part of both Young Enterprise and Mini-enterprise 
procedures, but few, if any, of the companies in the current study were able to 
exploit the technique to improve quality and lower the degree of frustration ex­
perienced by company members. Although the mini-enterprise meetings did 
enable students to enjoy a sense of ownership of their company.
The failure to exploit the potential of TQM and QCs, could be a problem direct­
ly related to the length of the mini-enterprise experience, but even in those 
companies that operated over long periods, few companies attempted to ad­
dress the issue of quality through training.
Student Ownership of the Mini-Enterprise Experience
The question of students controlling their mini-enterprise companies has been 
discussed above. However, whether or not students controlled their learning 
is a separate issue. Providing opportunities for students to take control of their 
learning and do something practical with it, was certainly one of the most posi­
tive features of mini-enterprise identified in this study. Student responses in 
the questionnaire indicated that they felt that adults did take them seriously 
and the response was more positive when they had completed their mini-enter- 
prise. (Q A3) In practice, the relationship between teachers, AOTs and other 
adults, was sometimes less positive. Some, as in the case of School A, (p.1,
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mentioned above) were occasions when students experienced first hand the 
uncertain relationship between the manufacturer and the retailer. Often the 
company representative is made to wait for the attention of a buyer, and even 
then, a sale is not achieved. However, the same company also experienced 
the most blatant intrusion by a teacher encountered during this research.
"X came into one of their lessons and started shouting at them because they hadn’t got 
some things in to be printed. And if someone is in from the area board he’d glare at 
them (the students) to make sure that people thought that everything was wonderful. 
The MD would be trying to run everything and she might say, right let’s start to work
and X would say, Just a minute don’t you think we ought to do this or that?" (school A, 
P-V)
In other schools, teachers and AOTs went out of their way to ensure that the 
students had ownership of their company and the mini-enterprise experience. 
School I renamed teachers consultants and the organiser said, that she was 
reluctant to interfere in company business except in the case of health and 
safety issues, (middle school teacher, Appendix 7b, p. 147)
Encouraging students to apply their studies in practical situations is one of the 
elements in the RSA’s ‘Education for Capability’ programme (1980 - 91). In 
the campaign brochure, Charles Handy suggested:
"Learning is not finding out what other people already know but solving our own prob­
lems for our own purposes by questioning, thinking and testing until the solution is part 
of our life." (Handy 1989, cited in RSA 1990)
The RSA Educating for Capability campaign, restated the case for promoting a 
range of teaching and learning styles to ensure students are prepared for the 
technological advanced world of work that will exist in beyond the year 2000. 
(RSA 1991, p.6) The present study confirms their view that many teachers 
have adopted such approaches in the context of mini-enterprise. However, 
many people, both within and outside the profession remain sceptical. As Bell 
suggests;
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"A major reason for this that there are many examples where experiential learning acti­
vities have ill defined aims, and are insufficiently structured by the teacher. In addition, 
the learning outcomes are hard to ascertain, frequently because there has been no at­
tempt to produce evidence of learning through a process of assessment." (Bell 1991,
p.6)
The data collected in this study suggests that the mini-enterpise models have 
excellent potential for experiential learning opportunities, and are well able to 
deliver the forms of experience advocated by the Educating for Capability pro­
ject. However, the data also supports the assertion that many teachers need 
to define their aims more explicitly, and present a clear structure of learning, if 
students are to benefit from their mini-enterprise, and convince others of the 
value of the experience.
The decision making problems encountered by mini-enterprise students have 
implications for the organisation of both the mini-enterprise itself, and other 
potentially related curriculum activities in schools. With out doubt, mini-enter- 
prise activities did give many students ownership of the decision making pro­
cesses involved, what seemed to be missing, was an appropriate time alloca­
tion and support structure to enable students to solve all their problems suc­
cessfully. Although mini-enterprise could make a significant contribution to 
part of the National Curriculum through the Economic and Industrial Under­
standing (EIU) cross-curricular theme (NCC 1990, p.44), the lack of a more 
coherent approach to mini-enterprise in schools seems to support the view of 
Jamieson (1991, p.56) that, despite recent government (DES 1991) and Busi­
ness (CBI 1991) commitments, EIU is not a significant part of any student’s 
curriculum in the secondary school.
Students interviewed in this study clearly saw their mini-enterprise company as 
a true reflection of companies operating in the ‘real world’. A few students 
were able to develop tenuous links between their work in the mini-enterprise 
company, and other subjects in the curriculum. Sadly however, throughout
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the study there seemed to be numerous opportunities to integrate mini-enter­
prise into various parts of the curriculum, which teachers and students failed 
to exploit. The formal structure of the time-table and the pressure of external 
demands such as examinations, seemed to militate against a more compre­
hensive integration. However, if TECs are to promote curriculum development 
and enterprise (Devon & Cornwall TEC, 1991) then mini-enterprise, along with 
work experience, the work of education/business partnership activities and 
Compacts, all have the potential to provide students with a valuable bridge link­
ing their studies in school with that of the world of work.
Company Management - Posts of Responsibility
In the questionnaire, students did see the need for someone to be in control 
of their company, but they did not find it easy to take on positions of responsi­
bility, and during the interviews, they often related examples of role conflict. (Q 
A 19)
"I was M.D. but I helped out with other things as well. If I had one specific role I think it 
would have been harder because in other companies they had to stick to their specific 
roies even though they may have wanted to do something else," (schools H, p.3)
"We also had problems with the quality control. Well, she’s (a fellow student in charge 
of quality control) not here now, but we had problems with the staples and she wasn’t 
firm enough, because there were several people in her form and ... things weren’t glued 
in properly and so we had to discuss that really. After the meeting she was firmer. Did 
you think this helped you to see the difference between, friends and people who 
work together? You said she wasn’t firm enough, presumably this was because 
she was your friend? I think she did that because we were her friends and she didn’t 
want to hurt our feelings, but... I think she didn’t what was wrong with it because I think 
she didn’t want to split the group. She didn’t think she had the right to say it." (school I, 
P-2)
Students had to learn to resolve disagreements if their company was to be 
successful. The questionnaire indicated that students found the mini-enter­
prise experience useful in developing their powers of persuasion (Q A17)
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It was difficult to confirm these results during the student interviews because 
clearly if everyone thought they could persuade their colleagues that their 
ideas were best, the result could be total pandemonium, particularly in the 
large mini-enterprise companies such as school G. Some students were ap­
pointed to positions because other members in the company thought that 
they had special skills, they were good at mathematics therefore they should 
be the accountant etc.
"Well, like the financial adviser was decided by who was good at maths and things like 
that, and the advertising manager, who was good at art and the production manager 
who was good at keeping books and that. The administration who was good at typing, 
it was who suited which job best." (school H, p.3)
There were however examples of companies appointing students to positions 
of authority and ensuring that everyone became involved.
"We voted Lucy in because she did help but she is one person who doesn’t come out in 
anything so we thought we'd give her a chance this time." (School G, p. 6)
Students were thereby able to demonstrate skills in a way that had not been 
previously been possible. Alternatively, they could be encouraged to develop 
a range of important skills that they lacked. By taking the responsibility for the 
development of their company, students were obligued to adopt a code of self 
discipline if the company was to succeed. The data collected during this 
study therefore, generally confirmed the view that mini-enterprise helps to en­
courage, if not promote student self discipline.
Once again there is a conflict of objectives in the mini-enterprise organisation.
If the main objective is to give students ’ownership’ of the learning process 
and for teachers to step back from an organisational role, then the students 
preponderance to fit fellow students with recognised skills, to specific roles is 
consistent with that objective. If however the objective is to provide a learning
221
experience through mini-enterprise, assigning roles according to skills already 
held by students could be considered counterproductive.
Advice from Teachers and Adults Other than Teachers (AOTs)
In the questionnaire, the majority of students said that if they were in doubt 
about anything they would seek advice from others. (Q A10) One of the fea­
tures of many mini-enterprises is the use of AOTs, to bring a realistic dimen­
sion of business into the classroom and their experience is thought to be par­
ticularly useful to students tackling the problems encountered in a mini-enter- 
prise. In the questionnaire, (Q A16) just under half the students said that they 
found it difficult to talk to strangers. This figure only improved marginally after 
the students had completed their mini-enterprise, which suggested perhaps, 
that the AOTs were less effective as advisers than expected. It was difficult to 
expand on this finding during the student interviews. There were examples of 
students who found the presence of AOTs helpful:
"This was a retailer who came in and gave us some examples of stationary and he was 
telling us how much we would have to pay for it and how much we could charge for the 
stuff." (school H,p.7)
whilst others found their presence odd, if not intrusive.
"They did keep us in control and told us when we were slow and we were getting be­
hind with things like registration and forms and things. And they did nag us a bit on 
that." (school B, p .7)
For some their presence provided an opportunity to present their business 
ideas to the ‘real’ world.
Who were the advisers? "They came from British Gas, IBM, IBA and LloydsBank.
Each company had their advisers, at first they were general advisers then each com­
pany had its own."(school A, p.6)
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The Development of Communication Skills During Mini-Enterprise
One of the more obvious differences for students between mini-enterprise 
and their normal lessons, was that during the mini-enterprise students were en­
couraged to work with other students and they often had to negotiate with 
their teachers and other adults to achieve their goals, rather than simply follow­
ing the directions of others. They did not always find this process easy.
However, data from the questionnaire seems to suggest that students found 
the mini-enterprise experience improved their communication skills (Q A29), 
and there was considerable evidence during the student interviews that some 
emphasis was given to presentation and interpersonal skills during mini-enter- 
prise sessions.
"The worst bit was the presentation. When everyone had to go up and it was your turn.
It was all good experience though."....
"The bit I hated most was going to that final meeting. Getting everything prepared and I 
kept on thinking; 'hat if I make a mess of it, what if I make a mess of it."
"Your the one who didn’t have to say anything, it was me! I was the managing director, I 
was the one who had to tell them that we made a loss." (school F, p.2)
Often students were required to make formal presentations to share holders, 
or keep a daily log of their activities.
"We had to write a daily record, a bit of a diary, I found that a bit of a hassle sometimes.
It was good but I forgot that the teachers read it and sometimes they would see me the 
next day and say, they were glad I got over the problem, and I didn’t know what they 
were talking about." (school I, p. 11)
In the school environment, it is unusual for students to be required to organise 
themselves and work in a team with other students. This may be common in 
commercial organisations, but it was not easy for the less gregarious stu­
dents, or those who preferred to work on their own.
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In the questionnaire, (Q A38) the majority of mini-enterprise students said that 
they believed that it was important to be frank with workmates and that they 
did not mind sharing their ideas with fellow students in their mini-enterprise 
company. (Q A43)
Many of the mini-enterprise companies involved a small number of students 
who were often friends. This gave little opportunity for students to keep ideas 
to themselves, and perhaps more opportunity for students to offer their opi­
nion^) than is normally possible in a classroom situation with large numbers 
of students present. Of the mini-enterprise companies interviewed, School G 
seems to be the exception to the norm in this respect, and the students went 
to great lengths to ensure all were involved as has been described above.
Knowledge of Company Life
One aim of schools introducing mini-enterprise, was to provide an opportunity 
for students to gain an insight into the operation of a commercial company. 
Many students in year 10 in secondary school are able to obtain such an in­
sight from a work experience but such opportunities vary in quality, as re­
ported by students in the interviews.
Did you find the Young Enterprise experience more useful to you than the work ex­
perience? "It depends where you went on your work experience. If you went to an of­
fice and just made cups of coffee then Y.E. would be better. If you went to a computer 
firm and actually used a computer and you want to use computers in your job, then it 
would be better to go on work experience."
"When I went on my work experience I ended up making the tea and generally running 
around for other people and I thoughtwhat’s the point of that I ’m not learning anything 
... I know what people do when they’re a dog’s body. I can make tea. So I was pretty 
fed up when they said ...’Well, can you make tea?’; and I looked at them and said ...’Of 
course I can make tea’. When you go into a company and they say; ’Can you do so and 
s o ... I usually say no because I have not had the opportunity of doing so before." 
(School B, p. 5)
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To investigate how useful students felt a mini-enterprise experience was in the 
development of their attitudes toward life in industry and commercem, several 
questions in the questionnaire focused on this area.
Students generally thought that they would have to work hard in industry (Q 
A33) but this attitude softened when they had completed their mini-enterpise. 
This change in attitude may be due to the fact that the mini-enterprise experi­
ence provided a practical illustration of the various demands facing employees 
in commercial companies, from decisions in the boardroom, to ‘graft’ on the 
shop floor. AOTs might also have been able to discuss aspects of their daily 
work routines with the students providing additional information.
During the interviews, many students commented on the amount of paper­
work involved in the running of their mini-enterprise company.
Its  hard work. A lot harder than I thought it would be. I thought that it would just be 
practical work making things, but there were a lot of decisions to make and paper work 
to do." (School I, p.4)
In the questionnaire they were asked if they thought that working in an office 
was easier than working in a factory. (Q A48) There was a significant shift of 
opinion of those students who believed life in the office was easier, after they 
had completed the mini-enterprise. Having experienced the practical realities 
of office work first hand, many students realised the work was not as easy as 
they had believed it to be. Once again, the control group responded in a simi­
lar manner to the enterprise group.
The questionnaire results appear to suggest that the students were reassured 
by their experience of working in a mini-enterprise company and whilst many 
found it hard work, the experience was tolerable if not enjoyable.
"Its hard work, a lot harder than I thought it would be. I thought that it would just be prac­
tical work making things, but there were lots of decisions to be be made and paper 
work to do." (school I, p.4)
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The control group response, which in many cases, tended to mirror the enter­
prise group, is interesting. Whilst one can only speculate about the cause 
of such shifts in opinion from students who lacked the experiences of the mini­
enterprise group, they may well be due in part to students observing and dis­
cussing the work of their peers. For, whilst they were not intimately involved 
with the daily operation of a mini-enterprise company, other students within 
the school or college could not fail to be aware of the work, and its impact of 
those students who were involved, as many were customers of their goods 
and services.
Comment has already been made on the student reaction to the paperwork 
generated by mini-enterprise companies. Some company models placed 
great emphasis on correctly completed documentation, others left decisions 
about such matters to the students. Interestingly, some companies seemed 
to create a bureaucratic structure which caused some degree of resentment 
amongst the students.
"It seemed that the management were stuck up in one place doing a lot of work ... paper 
work and we were in another place making these stupid mirrors. Animosity built up be­
cause we were down here slogging away on bits of wood which wouldn’t go right and 
they were up ther and we didn’t know what they were doing (school A, p.3)
Most students preferred to be active and didn’t seem to view planning and 
book-keeping to be as important as manufacturing.
Mini-Enterprise and the Development of Self Employment Opportunities
One of the anticipated outcomes of the government promotion of enterprise, 
was to promote the growth in the number of small businesses. Therefore one 
might reasonably expect that a positive experience of working in a mini-enter- 
prise company at school might well act as a catalyst for this development. 
Certainly in the questionnaire, over 40% of all students ‘strongly agreed’ with
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the statement that they would enjoy working for themselves. However, en­
joying the prospect, and making it a reality are two quite different things. In a 
recent study of sixth form student attitudes to starting their own business, al­
most a quarter said that it was either ‘Likely’, or ‘Very Likely’, that they would 
run a business eventually, and only a third thought that the prospect was ‘Un­
likely’, or ‘Not at all Likely’. (Curran and Blackburn 1990, p.36) This data 
might be slightly speculative, and there is no clear indication in the study of 
what is understood by ‘running a business’. Interestingly however, Curran 
and Blackburn’s study also found that:
"The involvement of a school in Young Enterprise or Mini-Enterprise appeared to have 
no significant general influence on the attitudes of the respondents towards business 
ownership. In those schools involved in these schemes, 26% thought it ‘likely’ or ‘very 
likely’ that they would run their own business compared with 24% of respondents not 
having any involvement. In general terms, therefore, the impact of involvement in 
Young Enterprise or Mini-Enterprise appears not to go beyond those people actually 
participating in the projects." (Curran & Blackburn 1990 p. 38)
Curran and Blackburn’s sample contained a high number of students who 
were described as ‘academic achievers,’ and unfortunately no specific com­
parison was made between students participating in mini-enterprises within 
each school.
Much of the data collected in the certain aspects of present study indicated 
little, if any, difference in the attitudes of mini-enterprise students to those of 
control groups. Therefore drawing on the data from both studies it would ap­
pear that the influence of mini-enterprise companies on student attitudes to­
ward owning their own business is minimal. It is likely that all students are in­
fluenced by a range of factors including media coverage, parental occupation 
and social class. A simulated experience of running a company may therefore 
simply confirm attitudes that have already been formulated.
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However, given the experience of people entering the Enterprise Allowance 
Scheme (EAS) (MacDonald and Coffield 1991), the lack of a clear under­
standing of the need and value of forward planning when creating a business 
illustrated in this study shows perhaps, one area of weakness in the work re­
lated curriculum that needs to receive more attention in future. It is impera­
tive that students fully understand all the financial obligations of a small busi­
ness, particularly the overheads, which are so often overlooked by mini-enter- 
prise companies. The lure of the profits made during a mini-enterprise may 
persuade school leavers unable to find work, that they can easily start up their 
own business and make a handsome return. The reality for young people par­
ticipating in EAS is quite different, often leading to failure and financial difficul­
ties. (MacDonald and Coffield 1991)
Manufacturing Methods
One dilemma facing the student in mini-enterprise was that although they 
would prefer to be active, to be making a product or performing a service, 
they often lacked the skills or knowledge to do so productively. In some 
cases this forced students to produce the ‘low level’ goods and provide basic 
services, that have already been mentioned. If the aim was to enable stu­
dents to encounter the problems of business first hand, then the complexity of 
the product or service is of little significance. School H, used an idea which 
they bought ’off the shelf’ from a commercial concern. However, many mini­
enterprise models stress the importance of original ideas for products and ser­
vices which doesn’t necessarily mirror the reality of the commercial world, and 
places unnecessary hurdles which some students have little time to over­
come. Many commercial concerns capitalise on the ideas of other com­
panies, or exploit perceived ‘gaps’ in the market, and it may be more profit­
able (and realistic) for mini-enterprise companies to be encouraged to do the 
same.
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The questionnaire attempted to establish student attitudes towards the manu­
facturing process. Three quarters of the mini-enterprise students said that 
they enjoyed making things (Q A23) although, in contrast to the control group, 
this figure dropped slightly after they had completed their mini-enterprise.
This may reflect the pressure of producing goods and services to a high stand­
ard in a short time frame. Students preferred to work on products or services 
that they were familiar with. (Q A9) This is hardly surprising, as it has already 
already been stated, that in most cases they lacked either the time or the ex­
pertise to develop new products or services.
In the questionnaire, students indicated that they would try to complete practi­
cal tasks they were set at school, (Q A44) and this was certainly supported by 
their responses in the interviews, which seemed to indicate that those stu­
dents participating in a mini-enterprise enjoyed practical work and were well 
motivated. The study therefore seems to suggest that students prefer ac­
tive/experiential opportunities to didactic approaches when learning about 
business. However, most mini-enterprise companies ran for relatively short 
periods of time and given the frustrations of producing products with limited 
practical skills, student attitudes might well be different if they had to operate 
their companies over longer periods.
The Use of Production Lines in Mini-Enterprise Companies
Speed and quality of production, seemed to be two common problems that 
faced mini-enterprise companies.
"/ think we wanted more time, it’s not just the money but for learning more about it.
’Cause we learnt quite a bit in the short time but if we had more time we would do it bet­
ter." (school C, p. 5)
The questionnaire indicated that the majority of students were aware of the 
benefits of establishing production lines to improve their speed of production
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(Q B9) but the level of agreement declined slightly after they had completed 
their mini-enterprise. This may be explained by the student reactions in the in­
terviews when they implied that they found production line work repetitive and 
boring, preferring to work on a product from beginning to end.
'We even started doing things on a circuit, someone cut the ears someone cut the
eyes one painted them, we just went mad we couldn’t make enough(school C, p. 14)
This is not altogether unexpected, and confirms the reaction of workers in in­
dustry. What the students failed to realise perhaps, was that as the produc­
tion process becomes more complex, so it becomes increasingly more diffi­
cult for workers to become proficient at all aspects of the production process. 
Added to this, the time required for training increases and the likelihood of er­
rors in manufacture.
One aspect of production lines that might have been particularly attractive to 
students, was that repetition did enable individuals to become competent at 
specific tasks, and thereby improve the quality of their products. Indeed, the 
questionnaire revealed a significant rise in the number of students participat­
ing in mini-enterprise who felt that quality was improved by using production 
lines when compared with the control group. This suggests perhaps that their 
experience of manufacturing had demonstrated, in a very practical way the im­
provements in quality possible when employees became an expert in certain 
aspects of production rather than a generalist in all aspects.
The cost cutting benefits of production lines in manufacturing industries are 
well known. However, after completing a mini-enterprise, students responses 
were significantly less positive about the cost cutting benefits of production 
lines compared with the control group, than they were before they 
started. This may reflect student experiences during their mini-enterprise, or
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be another reflection of their reluctance to spend time planning their company 
activities.
Sales Techniques used in Mini-Enterprise Companies
For some students, the opportunity to make money was important, but when 
interviewed, most students said than learning about how companies operated 
to make money was not the only reason for them participating in a mini-enter­
prise company.
So what did you actually learn from it (the mini-enterprise) then? "How to work... 
not just with your friends but to pick a team and work with the team not arguing or any­
thing."
"Instead of just writing about it (business) and thinking about it, we were actually doing 
it. If you did it from a book you wouldn't have to do it for yourself you could just think... 
oh those people are doing that - and thing like that. But when we were actually doing 
the company you had to think about everything you did and whether it was going to 
make money or lose money" (school C, p. 3)
Learning about business, and how to make their company succeed, were as 
important as producing healthy profits.
Mini-Enterprise Activities in the School Curriculum
Despite the opportunities identified by many educationalists (Jamieson et al. 
1988) and industrialists (Marsden 1989, p.60) interested in enterprise in 
schools, the study identified few examples of specific links between the acti­
vities of mini-enterprise companies and other subjects in the curriculum. Stu­
dents often lacked any in-depth technological information and skills to pro­
duce anything more than simple, low value products which retailed at com­
paratively low prices. In some cases, they resorted to a retailing oper­
ation with no manufacturing input at all. They had, in effect, to resort to enter­
prises that made use of their enthusiasm, their low, or non-existant, labour
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costs, and the lack of realistic overheads, to make their companies financially 
viable.
Sadly the lack of skills and technology in the mini-enterprise companies ap­
pears to be an accurate reflection of the economy in Britain, described by Ash­
ton (1992) and others. Jamieson for example, suggests that the economy in 
this country is:-
"... remorselessly 'low tech’. It is a model for cheap, low quality production using rela­
tively low skilled workers. It looks vulnerable both to high technology and to countries 
with low labour costs." (Jamieson 1991, p.7)
Success, however measured in a mini-enterprise, must encourage students 
to consider setting up their own business when they leave school (MESP 
1987, p.2) It is therefore, not surprising to find a similar situation in the those 
companies established under the Enterprise Allowance Scheme (EAS) to 
those found in the mini-enterprise companies in this study. MacDonald and 
Coffield (1991) discovered:
"Original business ideas were scarce and only one or two people actually mentioned 
the details of their proposed business as a reason for starting up. Most businesses.... 
were not in any way out of the ordinary and involved very common, traditional ideas." 
(MacDonald & Coffield 1991 p.98)
The fact that many mini-enterprise companies (and EAS) companies, oper­
ated in the service rather than the manufacturing sector of the market, again 
reflecting current economic trends,( Miller et al., 1991, p.65) and seems to sup­
port the view that there is a lack of emphasis in the secondary phase of educa­
tion, on the development of specific skills, a feature specifically identified by 
Prais and Beadle in their examination of pre-vocational schooling in the UK 
and the rest of Europe. (Prais & Beadle, 1991) It may also be an expression 
of the continuing divide between practical and academic studies in the educa­
tion system documented earlier in this study. Sir John Harvy-Jones sug­
gested:
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"All of us know that academic knowledge is not enough. What is needed is the capacity 
to make things happen and this requires a broader concept of education." (Harvey- 
Jones, quoted in RSA 1991)
There is considerable evidence in this study that mini-enterprise has the poten­
tial to make a significant contribution to the marriage of the academic and 
practical activities, if the Core and Foundation subjects of the National Curricu­
lum adopt the concepts outlined in the National Curriculum Economic an In­
dustrial Understanding Cross Curricular Theme (NCC 1990 ), and develop the 
role of mini-enterprise in this context.
Learning Styles
The interviews held with students during this study confirm the findings of HMI 
(1990) that students enjoy working in mini-enterprises. However, Jamieson 
(1990) cautioned against confusing, ‘enjoy’ and ‘prefer’ with, effective and pro­
ductive learning. Rogers (1985, p.389) suggested that you cannot teach 
anyone anything, you can only provide the environment to learn. In the pres­
ent context what perhaps students are indicating, is that they prefer the con­
text provided by mini-enterprise to that found more commonly in the normal 
classroom setting. The data collected from both the questionnaire (Q A26) 
and the student interviews in the study, confirms that when asked, students 
generally said that they preferred working in the work related context of a mini­
enterprise in preference to their other lessons.
Industrialists are clear about their expectations, Reid for example stated:
"In our recruits we are not looking for knowledge, we are looking for mastery of the pro­
cesses by which knowledge can be acquired and a maturity and sympathy gained from 
exposure to the mainstreams of intellectual thought." (Reid 1989, p. 18)
Mini-enterprise certainly provides opportunities for students to experience 
these processes, and it provides a framework within which students can ex­
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ploit the knowledge gained from their other activities, both in the school cur­
riculum, and those undertaken out of school.
Experiential Learning in Mini-Enterprise Companies
Most students during the interviews, were very positive about being given the 
opportunity to learn about the work of industry through participation in a practi­
cal way, rather than having to read about it in books.
"/ think it was good because it was a change and in the four years we have been at this 
school the lesson get a bit tedious doing the same thing each week, so having a 
change, not like humanities studying maps and that, it gave us a break."
"It was much more enjoyable, but then we didn’t have to copy loads of pages out of 
books and get tied down on that and we didn’t have much homework to do. Well, you 
had a choice. You didn’t have to do it if you didn’t want to." Can I press you on what 
was most enjoyable about it? "Well making things" (school D, pp. 4-5).
Students engaged in a range of practical activities involving skills from various 
subjects in school and from student experiences in out of school activities. 
Some were extremely confident that they could utilise ‘high tech’ equipment to 
provide goods and services, others were happy to reproduce articles 
made by other mini-enterprises in previous years.
"And there was ’Classic Fragrances’ which was a mini-enterprise which I was sent 
through the post! A chemistry teacher obviously had this idea for making perfumes. I 
actually had that sent to me, so that was one of the ideas I gave them before they started 
and that particular group latched onto that and said that was what they wanted to do." 
(Appendix 7b, p. 140)
One problem that faced all mini-enterprise companies, was ensuring that they 
met promised production dates and maintained consistent standards of 
quality in their goods and services, (schools I, reported above) Often the stu­
dents were forced into making compromises because they lacked the time to 
gain the degree of skill required to ensure a commercially acceptable product.
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HMI questioned how effective mini-enterprises were as vehicles for student 
learning about business. (HMI 1990, pp. 9-14) The student interviews con­
ducted in this study, suggest that mini-enterprises are most effective when 
students have clear objectives, good time planning and effective facilitation 
from their teachers. Students particularly welcomed teaching that focused on 
what the perceived to be, ‘real’ problems and given the needs of future em­
ployers detailed in the loD report (1991), learning about some of the problems 
challenging businesses today would seem an important part of a stu­
dent’s education.
The Impact of Mini-Enterprise on Teachers and Teaching Styles
There is certainly evidence in this study to support the assertion made by 
Johnson (1988), that a large proportion of teachers are still untouched by the 
impact that the school/industry movement has had on teaching and learning 
styles because they effectively have nothing to do with it.
This may be a symptom of the reluctance of teachers to change or simply a 
lack of professional development opportunities. The research conducted by 
Eraut et al. (1991, p.31) suggested:
"... that there are relatively few schools which have a consciously worked out whole 
school policy on teaching and learning."
During the research, all the teachers interviewed were ‘enthusiasts’ and saw 
mini-enterprise as a powerful example of experiential learning. They used mini­
enterprise for a number of different reasons, some to teach their students 
about enterprise and the harsh realities of working life, some to enable them 
to utilise a different teaching style, some to improve student motivation and 
others to enable students to work collaboratively.
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Not all teachers within the schools and colleges however, were so enthusiastic 
about mini-enterprise, particularly some of the more political dimensions which 
they saw as ‘shaping’ student attitudes. In some schools staff saw mini-enter­
prise as an unacceptable form of political intervention, as a means of propagat­
ing the ‘blue hue of Thatcherism’. Others saw it as a threat to their profession 
competence, or a challenge to their personal commitment:
"/ think people who are doing it for the first time are a bit worried, a bit anxious. One 
colleague found it difficult to hold back. It was difficult for him to stand back and not 
be involved, he’s such a kind person and he was very anxious to help." (Appendix 7B, 
teacher 2, p. 147.)
Nevertheless, some of the teachers interviewed suggested that mini-enterprise 
could provide a useful introduction to more active teaching styles, one in 
which teachers can receive support and encouragement from their col­
leagues. Where they can learn, that facilitating student learning by stepping 
back and allowing them to take control, is on some occasions, more helpful 
than showing students exactly what to do. Despite the increased in numbers, 
mini-enterprise is still far from being an entitlement for all students. Few of the 
schools visited during the study, enabled all students to participate, but 
tended to restrict the experience for those participating in BTEC, City & Guilds, 
RSA, CPVE and activities which were not connected to public examinations.
Interestingly, several teachers commented on the deterioration in student be­
haviour when they returned to a normal lesson or timetable having concluded 
their mini-enterprise. During the interviews, both teachers and students men­
tioned the fact that mini-enterprise was clearly identified with activity in the 
world of work. Students were able to see the relevance of some of their other 
lessons when they had participate in mini-enterprise or work experience, acti­
vities which had clear connections with their future. Perhaps this has powerful 
message about the importance of a relevant curriculum to young people 
today!
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Whether or not there are particular personality characteristics associated with 
enterprise, the mini-enterprise companies visited during the study appear to 
have facilitated a learning environment which enabled students to demon­
strate a remarkable range of competencies, and these are well illustrated 
throughout the student interviews. One teacher indicated that he was using a 
similar approach when teaching ‘A’ level students in English and how teachers 
can construct similar learning environments in other subjects provides a useful 
topic for further studies.
Student Self Appraisal in Mini-Enterprise
The student responses in both the questionnaire (Q A42) and the interviews 
indicated that students were generally self critical, and sensitive to any short­
comings in the standard of their work, particularly when it was to be presented 
to others. This must have made compromise more difficult and added to the 
students’ sense of frustration when things went wrong in their mini-enterprise 
companies. Certainly the students who had participated in a mini-enterprise 
company became more critical as a result of their experiences when com­
pared to the control groups.
The Influence of Competition to Students Work in Mini-Enterprise 
Companies
In the questionnaire, over half the mini-enterprise students said that they 
worked better at school when they had competition. During the interviews, 
the students responses indicated that they clearly saw mini-enterprise as a 
competitive activity and compared their financial results with other companies, 
both within their school, as well as with the performance of students in other 
schools, (school B reported above)
For the advertising you say you tendered for it. How did you come to win the con­
tract? What did you have that the other companies didn’t? "There was a meeting be­
tween the headmaster and the advisers and we came up with the mock design of our
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programme and the other two companies also came up with designs and our was just 
chosen as the best, the most suited to the programme." (school A, p.2)
After a period of fierce competition with fellow students, the drop in the num­
bers of students wishing to compete at school indicated in the questionnaire, 
may be understandable. The large percentage drop on this occasion in the 
control group, is however, somewhat unexpected. Some students did men­
tion examinations as being a problem for them as the mini-enterprise took 
time from revision activities. It is therefore possible that the experience of 
exams or mock exams effected student perception of competition with fellow 
students.
The use made of advertising by the mini-enterprise companies has already 
been discussed and this was perhaps the most obvious way that students 
had of competing for the limited amount of business within school. The ques­
tionnaire attempted to establish the students’ strategies for expanding mar­
kets. (Q B18) Just under half realised that they would have to find new mar­
kets once the initial response to their product or service started to decline. 
Students realised that the chances of cutting production costs in their mini-en- 
terprises were limited, and that if they could not generate new markets the al­
ternative was to sell off their stock and close down the company.
The study indicated that in most cases, the largest market for mini-enterprise 
companies was fellow students in their school or college, or parents and 
friends at home. A few companies went into the local community and tried to 
compete along side other companies with some success.
"It was Christmas wasn't it (asking the group) and we were in the middle of this massive 
centre Chrismas shoppers and everything, and we were just sitting there on a desk. We 
had to try and get people to come over and buy our product." (school E, pp. 2-3) (see 
also school A, reported above)
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Some schools provided opportunities for the mini-enterprise companies to sell 
their products at fairs or special enterprise markets.
"... the PTA, who were running the fate, get some money from our stall at the fate,..." 
(school D, p. 14)
"Well we had a mini-market, on the last daythat was when the parents came in." (school 
I, p.8).
Without doubt, those students who ventured into the wider community experi­
enced a more realistic view of business than those who remained within the 
confines of the school. It seems important therefore, for schools to clearly es­
tablish the aims of the mini-enterprise at the outset. Educationally, students 
can learn a great deal from operating within the school, extending their acti­
vities into school fairs, car boot sales and parents evenings. However, unless 
they attempt to take their products into the local community, they will not ex­
perience the true cut and thrust of competitive business.
Meetings
Both the questionnaire and the interviews indicated that most students 
preferred to get on with a job than spend time talking about it. (Q A22) How­
ever, most of the students preferred to work in teams and saw this as a way of 
overcoming individual weaknesses. Initially the team meetings were viewed 
as a useful way of generating ideas for the company, but in contrast to the 
control group, the enterprise group were less positive about meetings when 
they had completed their mini-enterprise. This is possibly a reaction to the diffi­
culties experienced by students in controlling their companies and directing 
the actions of fellow students, as many companies used meetings as a way of 
controlling the company (Schools A & I), and students would come together 
to discuss progress made, and problems that needed to be resolved.
"You had the meeting at the beginning of the day to sort out what you were going to do 
that day and about selling during the day." (school I, p. 1)
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'We started by having a board meeting every week, didn’t we? Then people would just 
arrive and go to what they were making... fluffy creatures, and then we had a meeting 
w ell... not as often did we? We just had a meeting when we had something to say." 
(school A, p.3)
This enabled the company to plan their production and deploy their labour ef­
fectively. It also had the dual purpose of enabling teachers and AOTs to moni­
tor progress.
Planning and the Generation of New Product Ideas
All the mini-enterprise models placed a high priority on a range of planning ac­
tivities within the mini-enterprise companies. Many schools required the com­
panies to produce ideas for new products as part of the start-up process and 
‘brain-storming’ activities were often advocated as a method of generating use­
ful ideas. The questionnaire attempted to establish a student view of the best 
way of generating new ideas (Q B7). Not surprisingly the majority of students 
suggested that brain-storming was the best way of producing new ideas. 
(72.5% of the mini-enterprise group, 74.6% after the mini-enterprise) The idea 
of looking at competitors to gauge the competition or glean new ideas was 
less popular, possibly because ‘copying’ ideas would have been viewed with 
distaste by fellow students, even though it is a common commercial practice. 
The idea of paying for ideas was also not particularly popular. This was prob­
ably because most mini-enterprise companies did not pay their members 
wages of any kind and therefore paying specific individuals, either within the 
company, or as consultants, would not be popular with other company mem­
bers.
Few students spoke about how they came up with the ideas for their products 
during the interviews. School G, one of the few companies which had existed 
for more than a year said students were always coming up with new ideas and 
that these were discussed from time to time. Occasionally this would result in
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a heated exchange before an idea was either accepted for development or re­
jected as impracticable.
Student reluctance to spend time in meetings meant that some companies 
came to decisions about their products without spending enough time con­
sidering all the practical issues.
"/ hated it at the beginning when the bird tables were falling to pieces and we had to 
start all over again. You got your designs but everything seemed to go wrong." (school
F,p2).
This resulted in products which were poorly manufactured, over budget, or 
simple late getting to customers.
A recent study of British and Japanese companies operating in the UK found 
that:
"The British companies named inadequate marketing research as the most common 
failure factor by a considerable margin over the other factors, despite rating its opposite 
relatively low status as a factor for success. Significantly fewer of the Jananese com­
panies considered this factor of failure although they had given it distinctly more em­
phasis than the British as a success factor, albeit at a relatively low level." (Edgett, Shi­
pley and Forbes, pp. 8-9, 1992)
In other words, British companies perceived market research as relatively un­
important, even though it may well have been the cause of product failure.
The Japanese saw market research as more important and suffered fewer pro­
duct failures. Despite students apparent reluctance to engage in planning acti­
vities observed in the current study, the work of Edgett et al. (1992) provides 
the imperative for mini-enterprise companies to focus far more attention on 
this aspect of their operation, to highlight what appears to be a weakness of 
British business.
Some of the most successful examples of market research activities observed 
during this study, took place in schools or colleges that had integrated a mini­
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enterprise into a business studies course, or related the activities to work ex­
perience. In these mini-enterprise companies, the students had a far clearer 
idea of the need for a comprehensive business plan and tended to have a 
more diverse range of products or services to offer.
However good the planning was, the problem of the students lacking the tech­
nical skill(s) and knowledge to produce more complex products remained. Al­
though in one case, this problem was overcome by the use of a ‘ready-made’ 
enterprise activity. This idea, which was a range of cosmetic products, was 
presented with a semi-developed technology. There were still a number of 
substantial challenges left for students to face, the availability of certain chemi­
cals, aspects of health and safety, and environmental issues for example. The 
attraction was, that students were able to obtain access to an idea which had 
been researched, but still had plenty of opportunities for their knowledge 
from other subjects to be incorporated, which enabled students to concen­
trate on the business and marketing aspects of their company. An added 
bonus was that the products had a wide general appeal, and therefore en­
abled students to sell to customers beyond the confines of the school.
Summary of Findings Related to the Focal Points of the Research
In this chapter some of the findings from the questionnaire and the interviews 
conducted with students and teachers have been highlighted in the context of 
the expectations of the various mini-enterprise models used. In the conclud­
ing chapter, these findings will be discussed in the context of enterprise educa­




SUMMARY OF THE FINDING OF THE RESEARCH
This research project set out to investigate a number of features ascribed to 
student involvement in mini-enterprise companies, (p. 100) and the last two 
last chapters detailed the findings of the investigation. One of the important 
features of mini-enterprise, is that it purports to simulate the activities of busi­
nesses in the commercial environment. However, the findings of this research 
suggests that mini-enterprise companies lack realism in a number of important 
areas, which detract from the learning potential of the experience. The data 
makes it clear that many students found difficulty with the complexities of run­
ning a successful mini-enterprise, despite the support given by AOTs and 
’company kits’, and few understood the importance of some of the basic, but 
vital issues even when they had completed their mini-enterprise experience.
STUDENT UNDERSTANDING OF THE COMPLEXITIES OF RUNNING A 
BUSINESS
This study was only involved with students attending middle, secondary 
schools, and sixth form colleges. Although students were often given work to 
prepare them for organising and running their mini-enterprise, no clear par­
ameters were set for their company’s operation. It was therefore perhaps not 
surprising that despite the rhetoric contained in mini-enterprise models, stu­
dent responses, in both the questionnaire and interviews, showed little under­
standing of key financial areas such as; what constituted profit, the cost of 
overheads, the potential implication of taxation liabilities, and their true manu­
facture and production costs. During the running of their mini-enterprises, stu­
dents’ pricing structures were guided more by what they thought people might
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pay for a product, than the true costs involved with providing the particular pro­
duct or service. Success was often viewed in strictly financial terms, and often 
meant no more than not making a loss. In fact, in most cases if only notional 
costs were included for overheads, wages, research and development costs 
etc., then few, if any of the mini-enterprise companies visited during the study, 
could claim not to have made a loss! Comparison of student responses in the 
questionnaire and the semi-structured interviews that followed, showed that 
the students did not always use the knowledge they had acquired during the 
operation of their mini-enterprise.
Students certainly did learn by the experience gained during the mini-enter- 
prise, but a clear statement of the objectives of the simulation, together with 
guidance about aspects of the company organisation which could be con­
sidered, or left unresolved during the simulation, would have enabled students 
to realise the complexity of the task they were undertaking, and have provided 
them with a clear measure of what they had achieved. One must question 
whether ’discovery learning’, as it often seemed to be, is a cost effective ap­
proach to what is rapidly becoming, a minor part of the National Curriculum. 
(Jamieson 1991)
The methods used for raising capital by the small scale mini-enterprise com­
panies were often inappropriate and unrealistic. The methods used to raise a 
mini-enterprise company’s initial finance had little to do with the scale or na­
ture of the mini-enterprise and was usually prescribed by either the teachers 
(or AOTs), or the support literature used. This led in some cases to very inflex­
ible and unrealistic methods being adopted to obtain both start-up and work­
ing capital.
Students omitted to include all relevant costs when pricing their products and 
services. No mini-enterprise company visited during the study paid their work
force on a regular basis and many students certainly did not understand the 
old adage, Time is Money’. They failed to appreciate the importance of, 
undertaking research activities prior to starting production, establishing accur­
ate costings for all aspects of production, and the importance of careful mar­
keting to the success of their products and services. In most cases, these im­
portant planning stages were viewed as an unnecessary distraction from the 
real business of making and selling.
THE DEVELOPMENT OF KNOWLEDGE, SKILLS AND ATTITUDES DUR­
ING MINI-ENTERPRISE
Mini-enterprise activities are potentially a fertile environment for students to 
gain new knowledge and develop a variety of new skills and attitudes. Addi­
tionally, they provided an excellent opportunity for students to utilise their exist­
ing knowledge and skills in a practical context. One of the more positive as­
pects to emerge from the study was the manner in which students came 
together to work as a team, united by a single objective, that of making their 
company a success. Guided by their teachers, AOTs and some of the lit­
erature from mini-enterprise company models, they elected ’officials’, such as 
managing director, personnel manager, and quality control manager, with re­
sponsibilities for different aspects of the company’s work. This practise was at 
best an unnecessary distraction from the work of the company, and on some 
occasions it caused resentment and conflict between individual students and 
between students and their advisers. Most companies saw the need for some 
kind of leader to co-ordinate their company’s activities, but when left to work 
out a structure for themselves, naturally seemed to favour the ‘flatter manage­
ment structure’ common in newer companies in Japan and Germany. (Welling­
ton 1993)
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Often, the mini-enterprise group were friends and this led to severe trials of will 
at times. The group dynamics were more impressive when the group came 
together for the first time as their mini-enterprise company. Examples of the 
censure of company members, of hidden talent(s) blossoming for the first 
time, and great personal sensitivity, were all revealed during the semi-struc­
tured interviews. Students discovered for themselves by first hand experi­
ence, that the power of the group was greater than the sum of its individual 
members. The confidence they gained from working together in situations 
that most adults would find stressful, was remarkable. Unfortunately, few 
used their skills in the wider community to market their goods and services, 
tending instead to work within the benign confines of their school or college
The quality of products made by mini-enterprise companies was generally 
poor, using low level skills, and the work of mini-enterprise companies was 
generally unrelated to other aspects of the curriculum. The products pro­
duced by mini-enterprise companies were predominantly of low value and re­
quired limited technical skill to manufacture. Given some of the operating par­
ameters, this was not altogether unexpected. What was surprising and per­
haps more alarming, was the poor quality of finished products and the lack of 
attention given by students to customer service. Clearly some allowances 
have to be made for the age, maturity and physical capabilities of the mini-en- 
terprise company members. However, even after such allowances, had been 
made, the standard of products offered for sale by mini-enterprise companies 
were often unacceptable and would not be marketable in a commercial envi­
ronment. Students were conscious of the poor quality of their products and 
this was undoubtedly the reason why many companies opted to offer a ser­
vice requiring limited skill, or to operate as a retailer for commercial products.
Students working in mini-enterprise companies were generally well motivated 
and remained on task. They enjoyed working in mini-enterprise companies
because they were give the opportunity to organise their own work. The op­
portunity to make money seemed to provide a clear rationale for the work of 
the mini-enterprise companies and provided a focus for students’ work. Per­
sonal gain was important to some but not all students, and ‘profit’ seemed to 
provide a clear performance indicator for all concerned. Most students indi­
cated in both the questionnaire and during the semi-structured interviews that 
the opportunity to organise their own work and work out problems for them­
selves was for them, the most important aspect of mini-enterprise.
THE SIGNIFICANCE OF THE FINDINGS OF THE PROJECT
What will the be the Shape of the World of Work in the Future?
The poor performance of the UK economy compared with that of its competi­
tors was discussed in an earlier chapter. Successive governments have at­
tempted to respond by introducing various measures including educational 
and vocational initiatives. However, the process has been complicated by a 
number of factors outside the government’s control. The influence of multina­
tional corporations organising their activities on a transnational basis, has 
limited government’s ability to exercise much control over the economy.
There has also been a redistribution of jobs in the manufacturing and services 
industries between societies. These have included not only jobs associated 
with low skilled labour and intensive production, but more recently, work in 
the high technology, high valued added (hi-tech/high value added) sectors as 
well. (Ashton 1992)
Some countries, such as Singapore and Korea, have attempted to attract 
multinational companies to operate within their boundaries using them as a 
means of developing the production of high value added products. Other 
manufacturing countries, such as Germany and Japan, have also encouraged 
employers to enter this sector of the market. The UK government, although
publicly committed to a high value added economy (Shephard 1993), has 
opted to let market forces determine the markets companies should operate 
in, which has tended to be towards the low value added end of the market.
This rather confused approach has implications for the recruitment policies of 
companies operating within the UK. If they are committed to the hi-tech/high 
value added sector of the economy, then their requirements will be for;
"...employees who have the conceptual ability to understand their role within the organi­
sation and a commitment to the values of the organisation." (Ashton, p. 10 1992)
Some companies have opted to use new technologies to ‘de-skill’ jobs and in 
so doing, increase productivity. Such an approach requires a lower input of 
skill from the labour force with commensurate reductions in their salaries. 
These companies and those operating in the low value added sectors may 
well require;
"... workers who are obedient and disciplined and who would stand by their machine or 
desk and do as they were told with no questions asked." (Ashton, p. 10 1992)
The nature of the economy clearly has implications for education in general, 
and aspects of the work related curriculum, including mini-enterprise, in par­
ticular. Criticisms about the ability of education to prepare young people for 
the world of work were detailed in an earlier chapter, but two important ques­
tions still remain for further consideration.
Given the speed of technological advances in industry could education ever 
accurately anticipate the needs of the country’s industries a decade in ad­
vance and organise an appropriate curriculum to meet them?
Secondly, would it want to? Should compulsory education be geared to the 
needs of the national economy, rather than the needs of the individual stu­
dent, or should try to reflect the needs of both?
Answering the first question is fraught with difficulty, due in no small part to the 
differential progress being made in different sectors of industry, (see Jamie­
sons 1993, p.203/4) Already there are indications that the need for highly 
skilled employees in the hi-tech/high value added sector has in turn created 
the need for high level training over extended periods, something which is 
probably beyond the capabilities of schools or colleges at present..
" No matter how well trained (students) are at schools or in colleges to operate effective­
ly in these organisations, new forms of knowledge and skills are needed which can only 
be acquired on the job. In these circumstances the enterprise acquires a far more signi­
ficant role in the process of skill formation than it has had hitherto. This means that in­
dustrial societies that pursue a high value added route may no longer be able to trans­
mit work-based skills through the formal educational system." (Ashton p. 18, 1992)
If this is the case, it has serious implications for the future of mini-enterprise. 
The present study observed students participating in the production work 
which required little skill and drew little from the students’ ‘core’ curriculum.
The mini-enterprise companies were claiming that they introduced students to 
realistic forms of industrial organisations, yet they were predominately based 
on historical models which bore a marked resemblance to the low tech./low 
value added company described above. If that is to be the future of the UK 
economy then these models might be appropriate. However, if the aim is to 
participate in the high value added sector, a new and more appropriate model 
for mini-enterprise needs to be constructed which more accurately reflects fu­
ture needs.
Given the difficulty of constructing a work related curriculum which addresses 
the needs of the economy of the future, perhaps compulsory education 
should concern itself exclusively with fundamentals of a general, or liberal edu­
cation as advocated by Holt in a previous chapter, rather than attempting to 
fulfil the rather nebulous requirements of industry?
"The difficult task is ....to ensure that curriculum change is not passively and predomi­
nately determined by employers’ immediate skill demands, but remains the subject of
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its own objectives: the development of individual student’s knowledge and skills on a suffi­
cient and continuing scale to ensure their deployment at a higher level than that which would 
have been generated by employers’ short term skill demands alone" (Richardson, p.247 1993)
Given the pressures schools face implementing the National Curriculum and 
other government initiatives, providing a basic curriculum may well be an at­
tractive option for some schools. It could however lead to the loss of many 
links established by various government initiatives, (Shephard 1993) that have 
contributed to various phases of education during the past decade. For 
example, work experience, mini-enterprise and the work of TEC and educa­
tion/business partnerships.
Mini-Enterprise and the Small Business
Most of the mini-enterprises visited during this study were based on a large 
company model. This is hardly surprising when much of the material available 
to support mini-enterprise (Young Enterprise Company Kit 1987, The MESP 
materials 1987 and the MiniCo K it, Bray 1983) extol the virtues of such a 
model, in preference to co-operative, a partnership, or a sole trader or self em­
ployed models.
If one of the objectives of the mini-enterprise is to enable students to learn 
about the operation of the large companies as a prelude to recruitment, the 
use of such a model will undoubtedly be useful. If however the purpose is to 
encourage an interest in, and growth of, small companies and (or) self employ­
ment, a wider range of alternative models needs to become more common­
place. Less than 5% of mini-enterprise companies visited during this research 
used, or considered basing the operation of their mini-enterprise on a small 
company model.
The Development of Small Companies and the Self Employment Sector
During the past few years, when youth unemployment, has been high, the En­
terprise Allowance Scheme (EAS) has been presented as an alternative for 
young people. Yet the success rate of such enterprises has not been encour­
aging. Only 73% still remain trading after eighteen months and only 65% after 
three years. (RBL Research International 1987; DE 1988, cited in MacDonald 
& Coffield 1991, p. 157)
The small business sector is viewed as an important part of the economy, not 
least because it employs a large part of the workforce. Small companies are 
often involved in low skilled production work, or traditional craft occupations, 
such as plumbing and domestic electrical work. Conversely, many of the hi- 
tech/high value added industries, such as those found in the computer hard 
and software industries, have often started small, but had a period of rapid ex­
pansion to become a major company in their business sector, (e.g. Apple & 
Microsoft) It is clear that small businesses will continue to represent a signifi­
cant part of the economy and consequently, if young people are to start a 
business they are clearly going to start small and grow. It would therefore be 
more realistic for mini-enterprise companies to use a small business model in 
future, rather than continuing to using a large company model.
During the study, few companies actually failed to make a profit in their 
terms, and most students left the experience believing that they were able to 
succeed in business, although in reality, few had run their mini-enterprise busi­
ness in a realistic manner. They appeared to make money, but did they make 
a profit? If self employment, or establishing a small business is to continue to 
be presented as a realistic opportunity for school leavers, then those running 
mini-enterprise companies in secondary schools need to ensure that students 
pay realistic overheads to reinforce the realities of the ’real’ world of business.
The Skills and Knowledge Require by the Businesses of the Future
The pace of change and the creation of new industries make the identification 
of specific skills and knowledge required by new recruits into industry, difficult 
if not impossible to specify. Clearly all students need certain basic communi­
cation and arithmetical skills, but there has been an argument supporting the 
need for education to encourage the development of, transferable generic 
skills, certain social and life skills necessary for the world of work, and for the 
development of ‘learning cultures’ in organisations.
"The emphasis in ’enterprise' has certainly been towards the individual and away from 
the so called culture of dependency with rhetoric focusing on preparation for the age of 
flexibility, small business and entrepreneurship." (Wellington, p34 1993)
The word ‘enterprise’ holds different meaning for different groups, as was dis­
cussed in an earlier chapter, but those businesses involved in the high value 
added sector of the market need recruits who are enterprising, who are crea­
tive, who initiate, who have drive and determination, who are prepared to take 
calculated risks, who can lead and are flexible enough to work as a team mem­
ber and perhaps most important of all, who are self motivated and willing to 
work hard to achieve company objectives, (see Wellington 1993, & Watts 
1993) Conversely, those companies using a traditional hierarchical structure 
of management and control, may well find such recruits too outspoken and 
dysfunctional to their company.
How will the potential recruits acquire these skills? Traditionally perhaps from 
experiences gained whilst studying the broad range of curriculum subjects 
taught in most secondary schools. In recent years this would have been re­
placed by the entitlement contained within the National Curriculum. Addition­
ally, during the past decade and a half, this has been supplemented by as­
pects of the work related curriculum, such as work experience and mini-enter­
prise which have been fully described in a previous chapter.
At first glance, it is difficult to see how the broad approach of the National Cur­
riculum could deliver the outcomes required. There is however in this country, 
a widely held implicit belief, that certain subjects, such as history and R.E. 
which have little obvious relevance to vocational activities, have value by virtue 
of enabling transferable skills to be acquired during extended periods of study, 
(see Bailey’s criticism of this point p. 103, 1992) This position contrasts with 
that of educational systems in many other countries, such as Germany and 
Japan, who are our industrial competitors, and whose economic performance 
has tended to outstrip that of the UK.
Clearly there is a need for a broad and balanced curriculum, but this has to be 
relevant to the needs of the society of today, more particularly, that of society 
some ten years hence. The present study indicated that students appeared to 
develop many of the skills required in the hi-tech/high value sectors, even 
though the support materials presented the more traditional company models. 
What mini-enterprise companies generally failed to do however, was to pro­
vide challenges which more closely reflected the problems faced by the hi- 
tech/high value added sectors, and incorporate relevant learning experiences 
gained by students from their National Curriculum studies.
Interestingly, some educationalists have identified interesting parallels be­
tween aspects of the work related curriculum and liberal education. (Bridges 
1992) If one excepts that a working definition of liberal education might set 
out to equip people to make free, autonomous choices about the life they will 
lead, (Bailey 1992), then a programme of study which provided opportunities 
for students to acquire the kind of skills required by the hi-tech/high value 
added industries as listed above, would not seem to be incompatible with 
such aims. One difference clearly lies in the beneficiary of any teaching pro­
gramme. On one occasion it could benefit an individual, on another, company 
objectives might take precedence. Clearly there could be occasions when de-
cisions taken benefit all concerned, but equally, there could be conflict, particu­
larly when things went wrong. Would enterprise education help then?
It is likely that a company employing enterprising people, will have a clear 
‘mission statement’ defining its policy towards its customers, employees and 
the society in which they live. It might itself be enterprising, capable of:
"... creating and responding to new demands (albeit within the principled framework set 
by their own aims or ’mission’), and sustaining and supporting the energy and initiative 
of all their staff." (Bridges, p.93 1992)
Progressive experience gained through actually working in ‘enterprising envi­
ronments’ clearly minimises the risk of mistakes and helps to develop sensitiv­
ity, and a responsible and caring attitude towards personal and corporate ac­
tions. The present study provides some powerful examples of students’ devel­
opment of such attitudes towards their work and their mini-enterprise com­
pany, which certainly seems to support the claims of those who advocate ac­
tive and experiential learning, (eg. Rogers 1983, 1965) However some educa­
tionalists advocate a more balanced presentation of enterprise education, and 
would prefer the emphasis to be skewed towards the development of student 
autonomy, so that in addition to consideration of the work of the market econ­
omy, students would also consider: :
"... alternative systems and alternative motivations to those of profit and selling   Also
to be understood, as apparently inescapable aspects of the market economy, would be 
those frictional elements like unemployment, recessions, failure and bankruptcies of en­
terprises, the consequences of encouragement to borrow, gross inequalities of wealth 
and so on. These are all undeniably parts of the free market picture; to ignore them is 
grossly indoctrinatory. I remain to be convinced that enterprise education gives any at­
tention to this negative side of free enterprise." (Bailey, p. 102 1992)
This study has certainly highlighted the need for a broader presentation of the 
work of industry, for practical as well as ethical reasons. For only a small num­
ber of mini-enterprise companies encountered some the negative aspects of 
commercial life during their operation, others, protected by the limited opera­
ting environment, somewhat naively believed, that selling goods and services 
was straightforward and easy. They were protected from rejection and failure 
which is so often a feature of the sales person in commercial life.
The Implications of Mini-enterprise to the Youth Labour Market
In 1988 when this research began, the effect of the ‘demographic time bomb’ 
was one of the major concerns, relating to school leavers and the world of 
work. (Jackson 1988; Watts 1991, p. 141) Students leaving school were in de­
mand and employers were expressing concern about the shortage of potential 
recruits. Now, some four years later, youth unemployment is a major concern 
and employers are more critical about the ‘quality’ of students leaving full time 
education.
Certainly during the past decade, the youth labour market in this country has 
changed considerably, largely because of the increased provision of youth 
training programmes organised by government departments and an increase 
in the number of students electing to remain at school or college beyond the 
compulsory age of schooling to gain further qualifications, or perhaps to avoid 
unemployment.
In recent times, the operations of large multinational companies (MNCs) have 
influenced the economy of individual countries, and led to the redistribution of 
jobs in both the manufacturing and service industries. Many MNCs have 
moved jobs in labour intensive industries to the low wage economies of the 
developing countries to improve their profitability. This process has extended 
to include hi-tech/high value added industries, best illustrated by the move of 
certain aerospace activities from the UK to Taiwan. This relocation process 
has led to a decline in manufacturing employment, particularly in unskilled ma­
nual work and jobs using some of the traditional craft skills.
Conversely, there has been an increase in, non-manual jobs, jobs associated 
with modified craft skills and production industries. Additionally a number of 
‘white collar’ and professional jobs, associated with the new ‘knowledge- 
based industries’ have also been created. (Ashton 1992) Just how serious an 
impact these shifts in employment patterns are to individual countries, de­
pends on how successful governments are at attracting MNCs. For this rea­
son Japan and Germany have witnessed less of a decline in manual employ­
ment than the UK.
Intense world wide competition has forced companies to make changes in 
their organisational structures. Aggressive competition by Japanese com­
panies, has encouraged competing companies in other countries, to study the 
new forms of organisation and production arrangements being used by the 
Japanese. For the Japanese methods have proved to be more efficient in rais­
ing their levels of productivity, than the more bureaucratic control traditionally 
used by Western organisations. Competition has also intensified between 
transnational and regional trading blocks, which has also increased the press­
ure for companies to improve their competitiveness, reduce their production 
costs and react rapidly to market pressure. (Ashton 1992) This has led to the 
changes in management structures outlined above which emphasise team­
work and flexibility amongst the workforce.
The implications of these international pressures directly effect the entry of 
young people into the labour market. Those who have the required skills will 
be inculcated into MNCs by professional, or specialised forms of skills train­
ing. The less fortunate young people, due to their lack of education and skill, 
or perhaps their location, will be forced into a less stable employment market. 
Companies opting to use advanced technology to deskill jobs in pursuit of 
short-term profitability, will in all probability recruit young people from this sec­
tor of the labour market. Such employers will tend to invest little in workforce
training, or provide any long term employment prospects, preferring instead to 
invest in the technology required to replace manual production input.
"There is an extremely clear trend towards more jobs requiring developed intelligence 
and skill. Unskilled jobs on the other hand, are melting in the sun. They are being ’de­
signed out’, while machines take over the repetitive mechanical work." (Cassels, 1989 
p.11; see also U.S. Department of Labor, 1991 & 1992)
Education can however be an important influence on the MNCs policy, in that 
the availability of a well educated youth labour pool can make the creation of 
high value added industries more feasible. Conversely, a lack of such skilled 
potential recruits may make the creation of such industries difficult if not im­
possible. In the past, the UK government has been somewhat diffident about 
playing a direct role in the creation of its preferred hi-tech/high value added 
economy. For whereas other governments, such as that in Singapore, view 
education and training as a major means of supporting such a strategy, the 
UK government has left the process largely in the hands of market forces.
In Education for the 21st Century (1991), the government set out its strategy 
to ensure that education became more sensitive to the educational and train­
ing needs of businesses in this country in the future. The White Paper high­
lights the need for a closer relationship between education and business 
through local Compacts, TECs and Educational Business Partnerships. It rec­
ognises the need to make education more relevant to students, to improve stu­
dent motivation and to attain higher standards, suggesting that its policies will 
create:
•  more opportunities for young people to start preparing for entry into 
work while at school and college
•  a modern system of academic and vocational qualifications, both of 
high standard and both highly valued, which offer ladders of oppor­
tunity right through from school to work and throughout working life
•  a real partnership between education and business, so that both can 
work together to create a learning environment at the transition from 
school to work, and to make what is taught in school more relevant to 
the world of work. (DES 1991, p.64)
The document is a direct response to the demands which have been articu­
lated over the past few years by organisations such as CBI, RSA, and loD. It 
appears to recognise that most young people will continue to find employment 
with large companies and that employment possibilities created by a plethora 
of newly created small businesses, is, for the present at least, somewhat 
remote.
Individual employers are also conscious of the need to influence the educa­
tional process and for them to smooth the process of transition by integrating 
students’ learning at school and college, with that which takes place in the 
workplace and an earlier chapter indicated some aspects of their work. The 
view of many prominent industrialists is that the UK is locked in a commercial 
battle with other nations, and that unless we can produce an ‘Enterprise Cul­
ture’ that understands this, and accepts the need for everyone to work for 
commercial success, the UK will be doomed to second division status in the 
commercial world. The stake for business, particularly the small business, 
have been detailed above, but there are implications for individuals as well.
"Less educated people are less able to profit from the enterprise culture. Because they 
cannot profit from the enterprise, they are thrown into the dependency culture... our 
task is to deliver the goods - create the wealth - and win more hearts and minds for capi­
talism and enterprise." (Morgan 1990)
The rhetoric may be extreme, but case for developing a more highly educated 
and well trained workforce is becoming more generally accepted by education­
alists, businesses and government officials. (Shephard 1993)
The educational system in the UK has been typically a fairly rigid academic cur­
riculum for an elite, combined with a form of apprenticeship provision for early
school leavers. The lack of a provision for intermediate skills coupled with an 
inflexible attendance requirement, has been blamed for the mass youth unem­
ployment which led to the need for the establishment of government schemes 
for work based training.
If the UK is to establish a high value added economy then the government 
needs to; be more proactive in generating high standards of student achieve­
ment; provide flexible education and training opportunities for school leavers, 
and persuade business to commit itself to high value added production in the 
UK.
"For unless employers are also persuaded to opt for the production of high value added 
goods and services there will be insufficient demand for such skills. In this scenario a 
large proportion of young people will be destined to enter external labour markets and 
the unskilled and semi-skilled jobs associated with production of low value added 
goods and services." (Ashton p. 22, 1992)
Given this grim scenario, what role can mini-enterprise play in preparing 
young people for their entry into the youth labour market? The present study 
suggests that in its present format it sends mixed messages. The last chapter 
indicated that the level of skill demonstrated by students during the production 
of goods and services was abysmally low, and the quality of products pro­
duced was poor. The company models presented simply reinforced the tradi­
tional bureaucratic structures typical of low tech./low value added companies. 
In the questionnaire, student knowledge of certain aspect of economics was 
encouraging, in both the control, as well as the mini-enterprise groups. Unfor­
tunately, the follow up interviews indicated that few students were able to use 
this knowledge in the practical context provided by mini-enterprise.
This research project seems to indicate that if mini-enterprise is to continue, 
particularly in the secondary phase of education, new models are needed to 
ensure the experience is relevant and prepares students for the world of the hi-
tech/high value added MNCs, or the realities of business as a small company 
or self employed person. Additionally, links need to be made with work in 
other curriculum areas. The benefits of such links were demonstrated during 
the research by the mini-enterprise which had been integrated into a business 
studies course. Opportunities for similar profitable and relevant links already 
exist in the science, technology, English and mathematics National Curriculum 
programmes of study, and these could undoubtedly be extended by the en­
thusiastic teacher.
The research indicated that lack of time for students to participate in their mini­
enterprise detracted from the realism of the experience. It is difficult to see 
how this problem can be overcome at secondary school level given the over­
crowding of the curriculum, particularly at Key Stage 4, and the numerous in­
itiatives being introduced by the government. Given the continual pressure on 
the curriculum, all activities must be cost effective. Whilst many very positive 
aspects emerge from the mini-enterprise experience, there must be some 
doubt whether the activity in its present format is the most efficient, or effective 
use of school time in the secondary phase of education. It may well be that 
mini-enterprise companies, in the secondary phase at least, are a luxury 
schools can no longer afford. Or it may be that if the experience is considered 
to be of value, it will be pushed back into the cluster of extra-curricular acti­
vities from whence it came.
Mini-enterprise in the Enterprising School
Most secondary schools now, thanks to the Local Management of Schools 
(LMS), are mini-business in their own right. They are responsible for their own 
organisation including the hiring of both teaching and non teaching staff. This 
provides an opportunity for them to provide work opportunities for students to 
participate, helping to fulfil a number of functions within the organisation.
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Some schools have used students to a variety of work tasks; as part time re­
ceptionists, to run the school mini-bank, to staff the school bookshop, as libra­
rians, to perform tasks on the school farm, as members of the Combined 
Cadet Force, or as part of their studies in a work practice unit owned by the 
school. (Jamieson et al. 1988) In such cases, students received no payment 
for their work. However, in recent years some sixth form students have been 
recruited as cleaners and work as part of the school’s cleaning team and they 
are paid at the same rate as other cleaners. In such cases the work per­
formed by the students is rarely related to students future role in the world of 
work and many opportunities to draw out work-related are missed.
In the LMS culture, many schools are becoming more enterprising organisa­
tions, gaining sponsorship, for room decoration from local firms, and from na­
tional firms for equipment such as filofaxes, which are used by students as 
school contact books. The potential for school task related mini-enterprises 
seems the obvious development of this process, one which not only provides 
business opportunities and problems for students to tackle, but also provides 
activities which bond the work tasks to student education and welfare in a very 
direct way. As more schools, particularly those which operate post 16 cours­
es, become involved in NVQ, so the possibilities of student run mini-enter­
prises which are part of the school structure, become more apparent. School 
cleaning, catering, resource and support functions, secretarial work, school 
based creche, school maintenance and IT servicing, all have mini-enterprise 
privatisation possibilities. At present, particularly in large schools, there are 
legal problems associated with tendering which would need to be addressed, 
but not dissimilar problems associated with work experience placements were 
overcome some years ago.
Although such activities provide opportunities for students to become involved 
in a mini-enterprise providing a ’real’ service, there are innumerable problems
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associated with the development of such activities on a national scale. The 
most obvious is that it denies the present post holders their job. Then there 
are questions relating to the purpose of school, the objectives of the new mini­
enterprise and the dual responsibilities of teachers as educators and em­
ployers. Perhaps the most serious problem is that most of the tasks capable 
of being performed by students require little skill and do little to prepare stu­
dents for the desired hi-tech/high value added economy of the future.
Mini-enterprises as Consultancies
Opportunities for activities in this area of work are more likely to be created by 
partnerships established with local companies working in the field. Many com­
panies have already been able to support the work of student projects in tech­
nology by providing commissions for groups of students, to work on projects 
which relate directly to the work of staff in the company. At a time when much 
of the work of commercial and educational concerns is conducted by a bid­
ding process, it seems entirely appropriate that mini-enterprise companies 
should organise their work on a consultancy basis in a similar way. This pro­
vides ‘up-front’ educational and business opportunities requiring management 
and financial skills of the highest order. ‘Real money’ only becomes an issue 
when the mini-enterprise wins a contract. The approach also provides oppor­
tunities for students to experience the world of the high value added com­
panies. This approach also has the added advantage of being directly related 
to students’ work in the National Curriculum, it is an integral part, not an addi­
tional activity to be ‘bolted on’ somehow.
Learning Styles Within Mini-enterprise
Many educationalists feel that the opportunities for experiential learning used 
predominantly in mini-enterprise, are as important as any knowledge gained 
from the experience. (Jamieson et. al 1988; Reid 1989 p. 18) The data pro­
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vided in this study indicates that students are frequently given a measure of au­
tonomy to enable them to maximise the opportunities provided by this form of 
learning. Students seemed to respond well and enjoyed the degree of auton­
omy experienced during mini-enterprise and their teachers were often sur­
prised by perceived changes in student attitudes towards their work. A similar 
change of attitude was reported by Eraut et al. in their recent study on flexible 
learning:
"Learners can be said to have taken ownership of an idea when they are able to use it 
for their own purposes rather than other peoples’ purposes ... The idea does not 
become part of their repertoire until they can use it as a resource for thinking, whenever 
it might be relevant... To put it more broadly, learners develop a sense of ownership of 
an area of subject matter when they begin to have some mastery of the issues rather 
than only a superficial acquaintance and a capacity to regurgitate it on request. Such 
ownership brings about significant gains in confidence which in turn becomes an im­
portant motivator for the continuing process of learning." ( Eraut et al. 1991, p.25)
Most teachers were conscious of the positive aspects of student development 
during their mini-enterprise. Their dilemma was that they were not able to 
shape or direct student learning during the process. They simply did not 
know what each student had learned, and when new learning had taken 
place. Many were also conscious that the mini-enterprise took a considerable 
amount of time and with the current trend towards accountability, the mini-en- 
terprise was an activity which was difficult to evaluate and over which they had 
little control. This may well account for the behaviour of the teacher reported 
in school A. Teachers were anxious for their students to demonstrate the out­
ward signs of success.
The inclusion of details of a student’s mini-enterprise, together with a detailed 
action plan in the student’s Record of Achievement is one way of ensuring that 
the skills and knowledge gained by the experience are not lost. The develop­
ment of a national ROA is unique to this country (Berkeley 1992) and provides 
a valuable bridge for students to present experience and competencies
gained during their mini-enterprise, to potential employers. Some of the more 
enlightened employers are aware that if the UK is to educate a generation of 
‘independant learners’, the process has to start in school at an early stage.
"The underlying thesis has been that if the workforce of the future is to be different to 
that of the past, it is no use waiting until young people emerge from the education sys­
tem in the hope that they will have developed initial work related competences and be 
committed to lifelong learning. In other words, employers cannot sit on the sidelines 
and complain about education; they must bring leadership, support and, in ome cases, 
resources to bear to improve the system for reasons of enlightened self interest." (Berke­
ley, 1992b)
The potential for mini-enterprise has been outlined above, it can provide a valu­
able extension to the student’s education and is a rich source of information 
for employers. One in which many companies have been, and can continue 
to be, directly involved, shaping the model to reflect to realities of business life.
The questionnaires completed by students illustrated that students knew a 
great deal about business and economic life, the interviews with students how­
ever demonstrated that they were not always able to utilise that information in 
practical situations. They had accommodated but not assimilated the informa­
tion, they had seen and heard, but not truly understood. The strength of mini­
enterprise is that it provides the context for students to unlock their experien­
ces, from school and beyond, and apply them, with help from their fellow stu­
dents, in practical situations. Students have to identify needs, and seek solu­
tions to problems. If they lack expertise, the challenge is to find solutions from 
others, and this acts as a powerful source of motivation. The students were 
very task oriented and demonstrated a tremendous capacity for work in this 
context. However, many of the skills and attributes demonstrated during the 
mini-enterprise were not transferred back to other lessons. Some students 
(and their teachers) commented on difficulties getting back to the normal 
school timetable after participating in mini-enterprise and students saw little re­
lationship between the activities undertaken in mini-enterprise and the work in-
volved in other subjects with perhaps the exception of technology and a few 
other practical areas.
Mini-enterprise can be extremely helpful in facilitating opportunities for stu­
dents to develop a range of practical and social skills essential for them when 
they enter the world of work. However, the experience is of questionable 
value if these skills do not transfer to other aspects of student learning in 
school. Furthermore, if they do not transfer to other school activities, how real­
istic is it for them to transfer to the activities students undertake outside of 
school?
Although mini-enterprise is a powerful vehicle for development of a wide range 
of personal and social skills useful to modern businesses, and is still viewed 
as one of the most direct links between education, business and the com­
munity at large (NCC 1990, p.6), this study poses a number of questions 
about its value for secondary school students during the coming decade. If it 
is to continue to make a contribution to the educational process as advocated 
in National Curriculum Guidance 4, modifications are urgently needed to:
•  accurately describe the objectives of the particular mini-enterprise 
which will vary, both from school to school, and between the different 
phases of education
•  promote mini-enterprise from within National Curriculum subjects, 
rather than allowing it to develop as a ’bolt on’, or additional activity
•  actively engage the assistance of local business to participate, not 
only as advisers, but as potential contractors of students’ work
• to involve local businesses as ’referees’ or examiners - able to make 
contributions to students’ ROAs, and assist in the production of stu­
dent action plans
• ensure that mini-enterprise companies establish and declare realistic 
operating costs which enable students, and others to compare their 
operation with that of commercial companies.
Energetic and enthusiastic teachers will always strive to ensure that their stu­
dents participate fully in mini-enterprise projects and this has undoubtedly con­
tributed to their success in the past decade. Despite the increasing numbers 
of mini-enterprise companies however, the experience is still not an entitle­
ment for all students and the quality of the experience varies considerably 
from school to school. The increased pressure on teachers created by the Na­
tional Curriculum and other recent government initiatives, the expansion of 
work experience, and concerns about the politically oriented nature of com­
mercial mini-enterprises threaten its future in schools.
This research contains numerous examples of ‘enterprising students’ but it 
also questions the suitability and effectiveness of the enterprise models used 
as a preparation for students entering the world of work. Further research 
needs to be undertaken to establish the cost effectiveness of experiential learn­
ing for student of secondary age, involved in mini-enterprise activities. How­
ever, it would be wrong to underestimate the value of mini-enterprise in the de­
velopment of a variety of inter-personal skills which are particularly relevant to 
hi-tech/high value added businesses. This research indicates, that when 
given suitable opportunities, students can manage their own learning, capi­
talise on aspects of active learning and evaluate their performance.
The question remains, is mini-enterprise the best, or only context for such op­
portunities to be developed, or are there more cost effective ways for students 
to develop these skills? This study indicates that students were often moti­
vated by mini-enterprise because they saw it as being relevant to their under­
standing of the world of work.
A recent OECD report states:
"The greatest challenge that arises.... is to find ways of recasting basic schooling, to im­
prove its ability to prepare young minds for a modern workforce. Secondary schooling 
in particular does not appear to be producing well motivated and well rounded young 
people that employers would like to recruit - on the contrary, its effect sometimes seems 
to be to demotivate them and narrow their perspectives" (OECD 1992, p.25)
Before starting this research, I observed numerous occasions when the oppor­
tunity to work in a mini-enterprise company motivated students, some of 
whom were totally demotivated by all other aspects of their life at school. Un­
fortunately, to maintain this type of success mini-enterprise needs to be dy­
namic, constantly changing and improving its operation to mirror the develop­
ments in the business world. Such development has not been easy, not least 
because of the lack of consensus and clear objectives for such activities in 
schools. However, radical modifications are needed if mini-enterprise is to win 
the right to continue to be part of the secondary school curriculum. Hopefully 
this research has provided some useful indicators for future modifications and 
improvements that will enable mini-enterprise to continue to excite another 
generation of students with the opportunity of running their own business.
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APPENDIX 1
The Knowledge Skill and Attitudes Documented in Enterprise 
Activities in SCIP News Numbers 12-22
SCIP News (Numbers 1-5 were entitled SCIP Views) has been reporting the 
range of school/industry activities organised in school for since 1978. 
Numbers 12-22  were consulted and the features of the mini-enterprise 
activities reported itemised. Each activity was then identified as an 
influence on students' knowledge, skill or attitudes, or combinations of the 
three. It should be noted that the style and content of SCIP News changed 
during the period covered. The later editions containing more articles about 
the influence of the National Curriculum on School/Industry work and less 
about specific examples of the work in school. The information collected 
was utilised during the construction of the questionnaire used in this study.
( l )
SCIP NEWS 12








P. 17 Aquid - an ‘A* level mini-enterprise




































p. 20 Milk Industry, World of Work Simulation for Primary School Children.








p. 25 The Passmore Catering Catering Company
Accountancy 
SCIP NEWS 14




p. 13 Infant Industry a Production Simulation





























p.29 Broadway School Project














Learning to cope with Failure 















































































p. 20 Baycroft School Factory Week



























p. 10 Priory Press
Research activities 
Advertising
Record information to data files 
SCIP 19

























































The Knowledge Skills and Attitudes Used in Mini-Enterprise 
Activities Identified by Teachers Attending SCIP Conferences 
1986 & 1987
Teachers attending two conferences in 1986 and 1987 were asked as part 
of the conference activities, to outline their expectations of mini-enterprise 
activities, the activities their students had been involved in, and some of the 
'realities' of the experience. The main categories used for the exercise are 
listed in this appendix. These headings were part of the data used during 




Please underline the words that best describe anv worries vou have 
about the ENTERPRISE Week
ARRIVING ON TIME








MEETING NEW PEOPLE FOR THE FIRST TIME
FINDING THINGS DIFFICULT
NOT WORKING TO SCHEDULE
SHARING WORK
WHO TO TURN TO FOR HELP
RELATIONSHIPS WITH OPPOSITE SEX
FEELING FRUSTRATED
GETTING ON WITH ADULTS FROM SCHOOL
WORKING AS A TEAM







NOT KNOWING WHAT TO DO 
HELPING OTHERS WITH PROBLEMS 
THE WAY YOU LOOK 
HAVING A SMOKE 
MOTIVATING OTHERS TO WORK 
MISSING THE BUS -
SCIP 1986
(10)
Please underline all the activities you have done during your 
time on ENTERPRISE and add any others you feel were important:
WORKING AS A TEAM 
SOLVING PROBLEMS 
LEADING A GROUP 
ASKING QUESTIONS
DISCUSSING OTHERS SKILLS AND QUALITIES 
CALMING PEOPLE DOWN 
DEALING WITH EMERGENCIES 
TRAINING OTHERS





LISTING OWN SKILLS AND ACHIEVEMENTS 
LISTENING TO OTHERS OPINIONS 
GIVING OUT INSTRUCTIONS 
SITTING AROUND FEELING BORED 





Look at the various activities listed below and use them to fill 
in the bubbles......
WORKING AS A TEAM 
SOLVING PROBLEMS 
LEADING A GROUP 
ASKING QUESTIONS
DISCUSSING OTHERS SKILLS AND QUALITIES 
CALMING PEOPLE DOWN 
DEALING WITH EMERGENCIES 
TRAINING OTHERS





LISTING OWN SKILLS AND ACHIEVEMENTS 
LISTENING TO OTHERS OPINIONS 
GIVING OUT INSTRUCTIONS 
SITTING AROUND FEELING BORED 






Please underline any of the following which were real problems for 
you during ENTERPRISE week:
ARRIVING ON TIME







NOT KNOWING WHAT TO DO
HELPING OTHERS WITH PROBLEMS
THE WAY YOU LOOK
HAVING A SMOKE
MOTIVATING OTHERS TO WORK
MISSING THE BUS
GETTING ON WITH ADULTS FROM SCHOOL
WORKING AS A TEAM





MEETING NEW PEOPLE FOR THE FIRST TIME
FINDING THINGS DIFFICULT
NOT WORKING TO SCHEDULE
SHARING WORK
WHO TO TURN TO FOR HELP
RELATIONSHIPS WITH OPPOSITE SEX
FEELING FRUSTRATED
SCIP 1986
























PRACTICAL WORK Manual - basic




PROBLEM Recognising a problem
SOLVING Locating information etc 
Applying information etc 
Communicating a solution 
Evaluating the outcome
PERSONAL Using initiative







The Knowledge Skills and Attitudes Gained by Students 
Participating in Mini-Enterprise as Suggested by Teachers 
Students, Bankers, Industrialists and Trade Union 
Representatives in a Survey Conducted as part of the 
Research for this Study
The returns received from the participants in an initial survey were analysed 
to identify the key activities thought to be the essential features of 
mini-enterprise. The statements were then simplified to a key word, to 
assist in the production of the student questionnaire. The statements 
collected are listed for each group involved in the survey.
( 1 5 )
TABULATED RESPONSES TO INITIAL LETTERS - PUPILS




Talking to A.O.T.'s Communication 10
Talking with teacher Communication 8
Balance sheets Accounting 4
Balancing the books Accounting 2
Bankruptcy Accounting 1
Making a business plan Planning 9
Learning how a business should be run Knowledge 6
Communication skills 16
Designing 3
Listening to everybodys' point of view Social/C. 4
How to set up a new company Knowledge 3
Building up my self confidence Social 11
Costing out a product 11
Making decisions Planning 3
Using Computer technology to run the company IT 3
Financial Director Accounting 2
Managing Director Personnel 6
Technology Manager Personnel 2
Production Manager Personnel 2
Personnel Manager Personnel 3
Secretary Personnel 1




Coming to joint agreements Social/Teams 6
Making new friends Social 10
Manufacturing.techniques 10
Manufacturing product 16
Pacing production (too many orders) Planning/Production 3
Help to develop one's personality Social 2
How to control a meeting Social/Groups/
Planning 1
Money management Accounting 5
Meeting production deadlines Planning 2
How to make a profit Motivation 3
How to negotiate a loan Knowledge/
Accounting 8
Investing in ideas Accounting 1
Labour relations - encouraging the group Social/Groups 11
Learning new skills Planning/Production 4
Developing new ideas Planning/Production 6
Quality control Planning/Production 13
Issuing receipts Accounting 2
Buying raw materials Planning/Accounting 2
Production line Planning/Production 3
Record keeping Accounting 1
Reliability Social 8
Responsibility Social 6
Running my own company Managerial 8
Selling Planning/Accounting 26
Record keeping Accounting 3
( 1 7 )
Pupils Cont'd
Stock control Accounting 6
Storage of stock Managerial 1
Theft of stock Managerial 1
Time keeping Managerial 10
Type of business - Manufacturing 16
Type of business - Service 5
Market surveys (Market Research) Planning 10
Team building was important Team Building 33
Trust Social 1
Working with other people Groups 22
Not to work with family or friends Social 6
Working hard Social 7
Interest in Industry/Busineas 10




Coming to terms with failure Social 2
Innovation Planning/Production 1
Competition Planning/Accounting 2
Constructive criticism (Advise) Social 6
Motivation Social 3
Perseverance Social 2
Board meetings Planning/Group8 3





The value of share holders to co.
Planning/Accounting 1 
Accounting 1
( 1 9 )
TABULATED RESPONSES TO INITIAL LETTER - BANKS/COMMERCE 
Business cycles Knowledge 1
Financial systems Knowledge 2
Management Skill 1
Organisational structures Knowledge 1
Lines of communication within a company Knowledge 2
Levels of authority/leadership skill Knowledge 4
Codes of good practice . . Knowledge 1
Confidence building Attitude 1
Being committed Attitude 1
Learning to make compromises Skill 1
Decision making Skill 1
Delegation Skill 2
Planning Skill 2
Selling Technique Knowledge 1
Record keeping Knowledge 1
Time management Skill 1
Teamwork Attitude 4
Coming to terms with failure Attitude 1
How and when to take advice and constructive
criticism Attitude 1
Finance Knowledge 1
Stock control Knowledge 1




Successful businesses are hard work Attitude 1
(20)
Banks/Commerce Cont'd
Need to produce a price structure that ensures
profits Attitude 1
Competition does have meaning in the business
world Attitude 1
Life after school is not 'a bed of roses' Attitude 1
(21)
TABULATED RESPONSES TO INITIAL LETTER - TRADE UNIONISTS



















TABULATED RESPONSE TO THE INITIAL LETTER - SILO/SCIP/TEACHERS 
Advertising Skill 2
How a business is run Knowledge 5
Be able to prepare a business plan Knowledge 1
Keep accounts Skill 3
Be able to draw up a cash flow forecast Knowledge 1
Communication skills Skill 4
Develop self confidence Attitude 1
How money circulates Knowledge 3
Understand need for marketing Knowledge 2
Understand need for investment Knowledge 2
Show flexibility Attitude 1
Co-operate with others Attitude 5
Be able to cope with failure Attitude 2
Understand concepts of supply/demand Knowledge 2
Market research Knowledge 3
Loyalty Attitude 2
Quality control Knowledge 3
Production control Knowledge 2
Balance sheets/financial records Knowledge 2
Health and safety considerations Knowledge 3
The importance of trade unions Knowledge 2
Production lines/division of labour Knowledge 1
An appreciation of the enterprise economy Knowledge 1
Design and make products Skill 3
To use materials effectively and efficiently Skill 1
To work in a team Skill 5
( 2 3 )
*4
SILO/SCIP/TEACHERS Cont«d
To solve problems Skill 2
Decision making Skill 2
To be able to negotiate Skill 1
To be able to evaluate risks Skill 2
To be able to work independently Skill 4
To develop leadership skills Skill 2
To develop creativity Skill 2
To develop an appreciation of the needs of
others Attitude 4





Good time keeping Attitude 1
To be able to meet deadlines Skill 2
Be self motivated Attitude 4
Determination/perseverance Attitude 2
Understand how school relates to outside world Knowledge 1
Selling Knowledge 2
Negotiation Skill 1
Understand how to give value for money Attitude 1
( 2 4 )
TABULATED RESPONSES TO INITIAL LETTER - INDUSTRIALISTS 
Accounts Knowledge 1
Allocation of resources Knowledge 1
Borrowing money Knowledge 1
Company Organisation Knowledge 5
Communication skills Skill 2
Commitment Attitude 1
Self confidence Attitude 1
Costing Knowledge 1
Co-ordination Skill 2
Developing new ideas Skill 2








Taking instruction from superiors or those
with knowledge Attitude 1
Sharing common goals Attitude 3
Markets (understanding) Knowledge 2
Market research Knowledge 1
Manufacturing methods Knowledge 3
Selling methods Knowledge 1




Selling skills Skill 2
Shares Knowledge 1
Negotiating skills Skill 3
Leadership/working in teams/delegation Skill 5
Organisational skills Skill 3
Personnel Knowledge 1
Production planning (function of marketing) Knowledge 2
Planning Knowledge 3
Reviewing work Skill 1
Quality Attitude 1
Record keeping Skill 3
Responsibility Attitude 3
Time keeping Attitude 2
Teamwork (different depts. working together) Attitude 8
Initiative Attitude 1
Need to invest, both money and hard work Attitude 1
Earning your salary Attitude 2
Understanding people Knowledge 2
(26)
APPENDIX 4
The Pilot Questionnaire Used in the Study
( 2 7 )
FORM 12 3
Paper No.
Pupils’ opinions about industrial 
matters




Please indicate whether you are MALE or FEMALE
(delete which does not apply)
Please indicate your age in years 13, 14, 15, 16, 17
(delete those which do not apply)
Although you have been asked to put your name on the questionnaire, this is only to assist 
with the administration, it is not to assess you or your knowledge in any way.
( 2 8 )
The following questionnaire wQI ask you to comment about a variety of statements. There is no time 
limit, but normally your first reaction is the one which best reflects your feelings, so avoid pondering for 
too long over any single statement in the questionnaire.
There are no right or wrong answers. We simply want to know your feelings about each of the 
statements and all answers will be confidential.
In the first part of the questionnaire you wQI find a series of statements. You are asked to read each 
statement and then record whether you:
1. Completely agree with the statement without any reservations
- in which case you should tick the box marked - (SA) Strongly Agree
2. Tend to agree with it but feel there could be exceptions
- in which case you should tick the box marked - (A) Tend to Agree
3. Tend to disagree with it but feel there may be occasional exceptions
- in which case you should tick the box marked - (D) Disagree
4. Completely disagree with the statement without any exceptions
• in which case you should tick the box marked - (SD) Strongly Disagree
Do not spend too long on each statement. Read it carefully, consider your feelings about it, and record 
them in one of the four boxes at the side of the statement. You must only tick one of the four spaces.
Then proceed to the next statement.
Once you have recorded your feelings, resist the temptation to go back and change it.
Remember it is your feelings that we want to know about, so please do not discuss your responses 
with anyone. If there is something you do not quite understand ask the teacher for help.
( 2 9 )
Strongly Agree
Agree
Tend to disagree 
Disagree
SA A TD D
1. I tend to work well when I work with others.
2. I find it more difficult to concentrate on a school project 
than I do when I am working at a job outside school.
3. Adults tend not to take my ideas seriously because! am 
at school.
4. Adults are often able to give me useful suggestions to 
help overcome my problems.
5. I feel that if a job is worth doing, it is worth doing well.
6. If I dislike doing a job, I tend to do it quickly to get it out 
of the way.
7. I feel that work is more enjoyable if you are doing it with 
friends.
8. Discussions are more successful when someone is in 
control.
9. I find that it is more difficult to get things done when I am 
working in a team.
10. It is useful to be able to discuss a problem with other 
people.
11.1 find it easier to work when 1 know what the end product 
will be.
-
12. When I am in doubt. I find it is usually best to seek advice 
from others.
13. If I say I will do something, I try to ensure that I complete 
the task.
14.1 tend to work better when someone comments on the 
quality of my work.
15.1 do not like working with others who fool around when 
there is work to be done.
16. Everyone does something well.
( 3 0 )
Strongly Agree
Agree
Tend to disagree 
Disagree
SA A TD D
17. Better decisions tend to be made when the problem is 
discussed fully before hand.
18. A job is usually done more easily when many people are 
involved.
19.1 enjoy meeting people of all ages.
2 0 .1 usually find talking to strangers difficult.
21.1 generally find it easy to persuade people to accept my 
point of view. I
1
22.1 usually do my best work when 1 am left alone to get on 
with the job. 1j
i
I
23. It is better to try out a new idea and fail than not to try out 
new ideas at all.
1j
24. Giving instructions to people you know is usually more 




25.1 find it difficult to deal with people who are angry. |
i
26.1 tend to find controlling my frustrations difficult.
27. I’d rather get on with a job than spend time talking about 
it.
28.1 enjoy making things.
29.1 usually cope well when something unexpected happens.
30. If 1 arrange to meet someone, 1 try to make sure that 1 
arrive on time.
31.1 enjoy working with people of the opposite sex.
32.1 enjoy learning about new ways of tackling problems.
( 3 1 )
Strongly Agree
Agree
Tend to disagree 
Disagree
SA A TD D
33.1 prefer to learn new skills by using them in a real work
task.
34.1 am generally popular with other pupils.
35.1 usually find it easy to work without supervision.
36.1 find it easy to make myself understood by adults and 
people my own age.
37.1 usually keep working at a problem until 1 find a solution.
38. If 1 see a task that needs doing, 1 usually tackle it without 
waiting for instructions from others.
39 1 generally like to collect all the relevant information 
before making decisions about a problem.
40. Working in industry tends to be hard work.
41.1 like to tackle challenging tasks.
42.1 find talking to people is the best way of finding out 
about new ideas.
43.1 tend to work better when 1 have competition at school.
44.1 feel that discussing my problems with others reveals my 
weaknesses.
45. It is important to be honest when working with others.
46.1 feel that the person with the loudest voice often makes 
the best leader.
47.1 tend to project a confident image to others.
48. My first reaction about the quality of an idea tends to be 
correct.
( 3 2 )
Strongly Agree 
Agree
Tend to disagree 
Disagree
SA A TD D
49.1 tend to be very self critical of my work at school.
50.1 do not like sharing my ideas with others.
51.1 tend to find it difficult to work with Ia2y people.
52. When 1 am given a difficult job to do at school, 1 generally 
do not give up easily.
53.1 tend to work better when the boss is male.
54.1 usually respond well to being given a position of trust.
55.1 am usually at my best in an emergency.
56. Working in an office tends to be easier than working in a 
factory.
I
57.1 enjoy making money.
!
58.1 feel 1 would enjoy working for myself.
( 3 3 )
PART 2
In this part of the questionnaire, you are asked to read each of the statements.
Then you should read each of the four comments underneath.
Finally you are asked to number the comments, number 1 for that which you feel most reflects your 
view, down to 4 for the comment which you feel least reflects the way you feel.
Please number all the comments.
Here is an example: -
Secondary schools help to prepare pupils for work in 
industry of business by:-
a) Providing opportunities for pupils to work as a team.
b) Teaching subjects which provide the knowledge 
necessary for work in business or industry.
c) Helping pupils to gain qualifications
d) Showing the value of business and industry to the
country's economy. I-------- '
If you feel that comment 'c' is the answer which most reflects your feelings, you should place 1 in the 
space at the side of comment 'c'.
if you feel that comment 'b' is the next most accurate answer for you, then you would place 2 at the 
side of statement 'b\ and so on until each comment had a number from 1 to 4 against it. do not place 
any number more than once against the comments within each section.
On discovering theft of company property I would:-
a) Sack all the staff.
b) Tighten the company’s security arrangements.
c) Discuss the problem with my staff.
d) Plan a way of catching those responsible.
If staff were consistently late for work I would
a) Dismiss them after several warnings.
b) Discuss the cause of the problem with them.
c) Arrange for all employees to start later.
d) Ignore the problem and hope that things would 
improve in time.
I would like to run my own company if:-
a) I had a brilliant idea for a product or service.
b) I had a partner who knew what they were doing.
c) I had so much money it didn't matter if the business 
failed.
d) I couldn’t get a job with a large company.
The key to successful selling is:-
a) Spending a lot of money on advertising.
b) Carefully planning how best to sell your product or
service.
c) Giving high bonuses for sales to the sales staff.
d) Charging less for your product(s) or service(s) than 
your competitors.
Please number order of
 ^ preference
5. Some companies encourage their employees to work as 
a team because:-
a) It overcomes the individual's weaknesses. I I
b) It produces more useful ideas.
c) It prevents unhealthy competition within the company.
d) It enable the boss to have more control over his 
employees.
6. It is important for senior employees to discuss the 
running of the company because: -
a) It is too difficult for one person to run the company on 
their own.
b) It is important for the people in the company to share 
their ideas.
c) Problems can be identified quickly.
d) It is a more democratic way of making decisions.
7. The best way of producing new ideas is:- 
a) To hold a competition.
b) To have a session where everybody contributes their 
ideas.
c) To look at what your competitors are doing.
d) To pay your employees a good bonus for every new 
idea they suggest which is used by the company.
8. The best way of ensuring a successful product or service 
is:-
a) To seek the opinion of people who might buy it before 
starting production.
b) To make sure that it is cheap.
c) To ensure there are no competitors.
d) To advertise it well on television.
( 3 6 )
Please number order of
preference
9. Better products are made on a production line because:-
a) All products are of similar quality.
b) It cuts the cost of production.
c) The average worker could not be expected to leam how to do 
everything.
d) The product can be produced more quickly than it would be if it 
were produced by one person from beginning to end.
10. A company needs to make a profit to>
a) Make the owner(s) rich.
b) To ensure that the workforce keep their jobs.
c) To enable the company to survive during bad times.
d) To enable it to invest in new ideas for the future.
11. If a company has so many orders that it cannot supply the goods 
to the customer on the day that they were promised, it should
a) Refuse to return the customers telephone calls in case they 
make a complaint.
b) Sack the sales manager.
c) Tell the customer the problem and hope that they understand.
d) Speed up the production line and make everybody work 
overtime to try and finish the order on time.
12. The best way to ensure that the company doesn’t have problems 
with trade unions is to:-
a) Persuade the worker to sign an agreement not to go on strike
b) Ban the trade unions from operating within the company.
c) Pay the workforce well.
d) Enable all employees to voice their concerns to the 
management on a regular basis.
□
( 3 7 )
Please number order of
j preference
13. The best way of raising money to start a company is to>
a) Get a loan from the bank. I I
b) Get together with other people who will all share an 
equal part of the cost of starting the company.
c) Get a grant from the Government or the local council.
d) Sell some of your possessions to raise the money 
required to start the business.
14. Advertising is a way of>
a) Informing the public about the company's products.
b) Increasing sales.
c) Improving the company’s public image.
d) Ensuring that the company does not lose sales to a 
competitor.
15. It is important for a company to keep accurate financial 
records because:-
a) It helps to plan production.
b) It would be difficult to prepare a statement for the tax 
officer without accurate information.
c) It prevents the company selling products at a loss.
d) It helps to prevent theft from the company.
16. The best way to learn how to start a new business is:-
a) To start a company and learn from your mistakes as r 
you go along. L
b) To employ someone who has the necessary expertise, r
c) To pay for a short course in business management, r
d) To seek advice from a successful business person.
( 3 8 )
Please number order of
j preference
17. The best way to ensure that your company produces 
good quality products is:-
a) To design the product so that it can be made easily I I
without the need for special skills. I___ I
b) To have a series of quality control checks.
c) Give a guarantee with each product sold.
d) Organise courses to ensure that all employees take 
the idea of product quality seriously.
18. If a product is not selling well the best plan is to:-
a) Stop production and sell the remaining stock of the 
products at cut price.
b) Try to sell the product in different markets.
c) Try to cut the cost of production.
d) Pay for more advertising.
19. If you asked a bank to lend your business some money
they would
a) Ask your parents to guarantee to pay off the loan if 
the business failed.
b) Ask you to discuss what you wanted the money for 
and how you intended to pay them back.
c) Ask how much money you expected to make during 
the first year of the business.
d) Ask to see last years set of accounts.
20. It is important for a business to conduct market research
because:-
a) It helps to produce a plan of action.
b) It helps the company to advertise its product or 
service.
c) It helps the company to design its products or service 
to suit public taste.
d) It provides information which helps the company to 
sell its products or services at a price people are 
willing to pay.
□
( 3 9 )
You have now completed the questionnaire 
Thank you for taking part
APPENDIX 5




Pupils’ opinions about industrial 
matters




Please circle to indicate whether you are MALE or FEMALE 
Please circle your age in years 13,14, 15,16, 17
Although you have been asked to put your name on the questionnaire, this is only to assist 
with the administration, it is not to assess you or your knowledge in any way.
( 4 2 )
The following questionnaire will ask you to comment about a variety of statements. There is no time 
limit, but normally your first reaction is the one which best reflects your feelings, so avoid thinking for 
too long over any single statement in the questionnaire.
There are no right or wrong answers. We simply want to know your feelings about each of the 
statements and all answers will be confidential.
PART 1
In the first part of the questionnaire you will find a series of statements. You are asked to read each 
statement and then record whether you:
1. Completely agree with the statement without any reservations
- in which case you should tick the box marked - (SA) Strongly Agree
2. Tend to agree with it but feel there could be exceptions
• in which case you should tick the box marked - (A) Tend to Agree
3. Tend to disagree with it but feel there may be occasional exceptions
- in which case you should tick the box marked - (D) Disagree
4. Completely disagree with the statement without any exceptions
- in which case you should tick the box marked - (SD) Strongly Disagree
Do not spend too long on each statement Read it carefully, consider your feelings about it, and record 
them in one of the four boxes at the side of the statement You must only tick one of the four spaces.
Then proceed to the next statement.
Once you have recorded your feelings, resist the temptation to go back and change it.
Remember it is your feelings that we want to know about so please do not discuss your responses 




Tend to disagree 
Disagree
SA A TD D
1. I tend to work well when I work with others.
2. I find it more difficult to concentrate on a school project 
than I do when I am working at a job outside school.
3. Adults tend not to take my ideas seriously because I am 
at school.
4. Adults are often able to give me useful suggestions to 
help overcome my problems.
5. If I dislike doing a job, I tend to do it quickly to get it out 
of the way.
6. I feel that work is more enjoyable if you are doing it with 
friends.
7. Discussions are more successful when someone is in 
control.
8. I find that it is more difficult to get things done when I am 
working in a team.
9. I find it easier to work when I know what the end product 
will be.
10. When I am in doubt, I find it is usually best to seek advice 
from others.
11. If I say I will do something. I try to ensure that I complete 
the task.
12.1 tend to work better when someone comments on the 
quality of my work.
13. Everyone does something well.
14. Better decisions tend to be made when the problem is 
discussed fully before hand.
15. A job is usually done more easily when many people are 
involved.
16.1 usually find talking to strangers difficult.
( 4 4 )
Strongly Agree
Agree
Tend to disagree 
Disagree
SA A TD D
17.1 generally find it easy to persuade people to accept my 
point of view.
18.1 usually do my best work when I am left alone to get on 
with the job.
19. Giving instructions to people you know is usually more 
difficult than giving instructions to strangers.
2 0 .1 find it difficult to deal with people who are angry.
2 1 .1 tend to find controlling my frustrations difficult.
22. I’d rather get on with a job than spend time talking about
it.
2 3 .1 enjoy making things.
2 4 .1 usually cope well when something unexpected happens.
2 5 .1 enjoy working with people of the opposite sex.
2 6 .1 prefer to learn new skills by using them in a real work 
task.
2 7 .1 am generally popular with other pupils.
2 8 .1 usually find it easy to work without supervision.
2 9 .1 find it easy to make myself understood by adults and 
people my own age.
30 .1 usually keep working at a problem until I find a solution.
31. If I see a task that needs doing, I usually tackle it without 
waiting for instructions from others.
3 2 .1 generally like to collect all the relevant information 
before making decisions about a problem.
( 4 5 )
Strongly Agree
Agree
Tend to disagree 
Disagree
SA A TD D
33. Working in industry tends to be hard work.
34.1 like to tackle challenging tasks.
35.1 find talking to people is the best way of finding out 
about new ideas.
36.1 tend to work better when 1 have competition at school.








39.1 feel that the person with the loudest voice often makes ] 
the best leader.





41. My first reaction about the quality of an idea tends to be 
correct.
!
42 .1 tend to be very self critical of my work at school.
•
43 .1 do not like sharing my ideas with others.
44. When I am given a difficult practical task to do at school. 
I try to complete it successfully.
45 .1 tend to work better when the boss is male.
4 6 .1 usually respond well to being given a position of trust.
47 .1 am usually at my best in an emergency.
48. Working in an office tends to be easier than working in a 
factory.
( 4 6 )
Strongly Agree 
Agree
Tend to disagree 
Disagree
SA A TD D
49.1 do not mind working hard if 1 know 1 am going to make 
some money.
50.1 feel 1 would enjoy working for myself.





In this part of the questionnaire, you are asked to read each of the statements.
Then you should read each of the four comments underneath.
Finally you are asked to number the comments, number 1 for that which you feel most reflects your 
view, down to 4 for the comment which you feel least reflects the way you feel.
Please number all the comments.
Here is an example:-
Secondary schools help to prepare pupils for work in 
industry of business by:-
a) Providing opportunities for pupils to work as a team.
b) Teaching subjects which provide the knowledge 
necessary for work in business or industry.
c) Helping pupils to gain qualifications.
d) Showing the value of business and industry to the
country’s economy. I---------1
If you feel that comment ‘c’ is the answer which most reflects your feelings, you should place 1 in the 
box at the side of comment ‘c \
If you feel that comment ‘b’ is the next most accurate answer for you, then you would place 2 in the 
box by the side of comment ‘b \ and so on until each comment had a number from 1 to 4 against it. Do 
not place any number more than once against the comments within each section.
rPlease number order of
j preference
1. On discovering theft of company property I would:-
a) Sack all the staff.
b) Tighten the company's security arrangements.
c) Discuss the problem with my staff.
d) Plan a way of catching those responsible.
2. If staff were consistently late for work I would:-
a) Dismiss them after several warnings.
b) Discuss the cause of the problem with them.
c) Arrange for all employees to start later.
d) Ignore the problem and hope that things would
improve in time. I_____ I ______________
3. I would like to run my own company if>
a) I had a brilliant idea for a product or service.
b) I had a partner who knew what they were doing.
c) I had so much money it didn’t matter if the business I I
failed. I_____ I ______________
d) I couldn’t get a job with a large company.
4. The key to successful selling is:-
a) Spending a lot of money on advertising.
b) Carefully planning how best to sell your product or I I
service.________________________________________ I_____ I_______ ______________
c) Giving high bonuses for sales to the sales staff.
d) Charging less for your product(s) or service(s) than I j
your competitors._______________________________ I_____ I______________________
( 5 0 )
Please number order of
 ^ preference
5. Some companies encourage their employees to work as 
a team because:-
a) It overcomes the individual's weaknesses.
b) It produces more useful ideas.
c) It prevents unhealthy competition within the company.
d) It enables the boss to have more control over his/her 
employees.
6. It is important for senior employees to discuss the 
running of the company because:-
a) It is too difficult for one person to run the company on 
their own.
b) It is important for the people in the company to share 
their ideas.
c) Problems can be identified quickly.
d) It is a more democratic way of making decisions.
7. The best way of producing new ideas is:-
a) To hold a competition.
b) To have a session where everybody contributes their 
ideas.
c) To look at what your competitors are doing.
d) To pay your employees a good bonus for every new 
idea they suggest which is used by the company.
8. The best way of ensuring a successful product or service 
is:-
a) To seek the opinion of people who might buy it before 
starting production.
b) To make sure that it is cheap.
c) To ensure there are no competitors.
d) To advertise it well on television.
( 5 1 )
Please number order of 
preference
9. Better products are made on a production line because:-
a) All products are of similar quality.
b) It cuts the cost of production.
c) The average worker could not be expected to learn how to do 
everything.
d) The product can be produced more quickly than it would be if it 
were produced by one person from beginning to end.,
10. A company needs to make a profit to:
a) Make money for the owner(s).
b) To ensure that the workforce keep their jobs.
c) To enable the company to survive during bad times.
d) To enable it to invest in new ideas for the future.
11. If a company has so many orders that it cannot supply the goods 
to the customer on the day that they were promised, it should
a) Refuse to return the customers telephone calls in case they 
make a complaint.
b) Sack the sales manager.
c) Tell the customer the problem and hope that they understand.
d) Speed up the production line and make everybody work 
overtime to try and finish the order on time.
12. The best way to ensure that the company doesn’t have problems 
with trade unions is to:-
a) Persuade the workers to sign an agreement not to go on strike
v
b) Ban the trade unions from operating within the company.
c) Pay the workforce well.
d) Enable all employees to voice their concerns to the 
management on a regular basis.
( 5 2 )
Please number order of
j preference
13. The best way of raising money to start a company is to:-
a) Get a loan from the bank.
b) Get together with other people who will all share an 
equal part of the cost of starting the company.
c) Get a grant from the Government or the local council.
d) Sell some of your possessions to raise the money 
required to start the business.
14. Advertising is a way of:-
a) Informing the public about the company’s products.
b) Increasing sales.
c) Improving the company’s public image.
d) Ensuring that the company does not lose sales to a r 
competitor. L
15. It is important for a company to keep accurate financial 
records because: -
a) It helps to plan production.
b) It would be difficult to prepare a statement for the tax 
officer without accurate information.
c) It prevents the company selling products at a loss.
d) It helps to prevent theft from the company.
16. The best way to learn how to start a new business is:-
a) To start a company and learn from your mistakes as 
you go along.
b) To employ someone who has the necessary expertise.
c) To pay for a short course in business management.
d) To seek advice from a successful business person.
( 5 3 )
Please number order of
preference
17. The best way to ensure that your company produces 
good quality products is:-
a) To design the product so that it can be made easily I l
without the need for special skills. I_____ I _________
b) To have a series of quality control checks.
c) Give a guarantee with each product sold.
d) Organise courses to ensure that all employees take 
the idea of product quality seriously.
18. If a product is not selling well the best plan is to:-
a) Stop production and sell the remaining stock of the 
products at cut price.
b) Try to sell the product in different markets.
c) Try to cut the cost of production.
d) Pay for more advertising.
19. If you asked a bank to lend your business some money
they would
a) Ask your parents to guarantee to pay off the loan if 
the business failed.
b) Ask you to discuss what you wanted the money for 
and how you intended to pay them back.
c) Ask how much money you expected to make during 
the first year of the business.
d) Ask to see last years set of accounts.
20. It is important for a business to conduct market research 
because:-
a) It helps to produce a plan of action.
b) It helps the company to advertise its product or 
service.
c) It helps the company to design its products or service 
to suit public taste.
d) It provides information which helps the company to 
sell its products or services at a price people are 
willing to pay.
( 5 4 )
You have now completed the questionnaire 
Thank you for taking part
( 5 5 )
APPENDIX 6
A Graphical Representation of the Statistical Analysis of the 
Data Collected from the Completed Questionnaires
The data is presented in a tabulated form in Chapter 4 of the Thesis
( 5 6 )
Q A1 I tend to work well with others
% n- 346  (79)
SA (SA) A (A) TP (TO) 0 (0)
BEFORE 9.2 18.9 72.6 66.6 16.6 14.4 '2.6 1.1
AFTER 13.3 18.8 68 64.7 16.1 16.6 2.6
BEFORE I AFTER
C o rr.C o  • ,24 3 7 (..... ) P* ,000 (P * ....)
M ean • 2 .I lS e  (1.9778) /  2 .0807(1 .9766) 
St.Dev • .5863  (.6177) I  .6263( 5971)
Q A3 Adults tend not to take me 
seriously because I am at school.
% n* 343 (79)
AFTER
BEFORE AFTER
C o rr.C o  • ,3738(-.1174) P- 000 (P * .303) 
Maan • 2 .6660  (3 .07 7 8 ) /  2 .6699 (2 .7647 ) 
St.Dev • .6966 (1 .7878) /  .8727(1.6169)
Q A2 I find It more difficult to 
concentrate on a school project than I 
do when working on a job outside school
% n- 343 (79)
SA (SA) A (A) TO (TO) 0 (D)
BEFORE 11.6 13.3 39.2 37.8 36.9 40 12.2 8.9
AFTER 13.3 16.6 43.6 34.1 33.8 34.1 9.2 11.8
BEFORE I AFTER
C orr.C o  • .2644( 4774) P* ,00 0 (P * .000 ) 
Maan • 2.4971 (2 .44 4 4 ) /  2 .3902(2.4118) 
St.Oav • .8637  (.8361) /  .831K .9036 )
Q A4 Adults are often able to give me 
useful suggestions to help me overcome 
my problems
% n* 346 (77)
SA (SA) A (A) TO (TO) D (D)
BEFORE 24.3 25.8 67.2 41.6 13.6 10.1 4.9 2.2
AFTER 16.6 23.8 66.2 46.4 13.9 13.1 3.6 1.2
BEFORE AFTER
C orr.C o  • 293 7 ( 6918) P- 000 (P * .0 0 0 ) 
Maan • 2.1166 (1.9776) /  2 .0807(1 .9766) 
St.Dav • .68 6 3  (.6177) /  6263( 6971)
(58
)
Q A5 If I dislike doing a Job, I tend 
to do It quickly to get It out of the 
way.




I BEFORE I AFTER
C orr.C o  • .3001( 6748) P* .000 (P * .000) 
Moan • 2 .3706  (2 .7667) /  2 .3626 (2 .6706 ) 
St.Dav • .0303  (1.1606) /  .8618(1.1887)
Q A7 Discussions are more succesful 
when someone is in control.
% n* 340 (78)
SA (SA) A (A) TO (TO) 0 (0)
BEFORE 31.7 21.3 45.3 43.8 16.7 20.2 7.3 4.6
AFTER 34.7 26.2 43.7 60 18.7 14.3 2.9 1.2
I BEFORE I AFTER
C orr.C o  • .3726( 6666) P* 0 00 (P * .000) 
Maan • 1.0666 (2.6281) /  1 .6080(1 .2738) 
St.Dav • .8766 (1.6462) /  .6010(1.8660)
Q A6 I feel that work is more enjoyable 
if you are doing It with friends
% n- 346 (79)
6 0 1---------------------
SA (SA) A (A) TO (TO) D (D)
BEFORE 48.6 53.3 41.8 30 8.1 7.8 1.7 8.9
AFTER 43.7 44.7 46.7 34.1 7.8 7.1 1.7 7.1
BEFORE £^1AFTER
Corr.C o  • 3141(-.083) P- ,000 (P * .642) 
Maan • 2.1166 (1.0776) /  2 .0807(1.6766) 
St.Dav • .6883  (.6177) /  .6263( 6071)
Q A8 I Find it more Difficult to get 
things done when I am working in teams
% n* 347 (64)
BEFORE 6.7
AFTER 3.6 23.6 9.6 49.9 53.6
I BEFORE I AFTER
C orr.C o  • 23601.4663) P» .00 0 IP * .000 ) 
Maan • 2.1166 (1.0778) /  2.0807(1.0766) 
8 t.0 av  • .6883  (.6177) /  .6263(.8071>
(59
)
Q A9 I find It easier to work when I 
know what the end product will be
Q A10 When I am in doubt I find It is 
usually best to seek the advice of 
others.
% n- 342 (72) % n- 346 (72)
SA (SA) A (A) TO (TD) 0 (0) 8A (SA) A (A) TD (TD) D (D)
BEFORE 26.9 23.6 66.4 66.6 13.7 16.7 2.6 4.2 BEFORE 32.1 31.9 68.7 66.9 8.1 6.9 1.2 4.2
AFTER 20.7 20.8 67.1 66.6 18.4 22.2 3.7 14 AFTER 23.9 19.4 66 61.1 8.9 18.1 1.2 1.4
BEFORE I AFTER I BEFORE I AFTER
C orr.C o  •  2310(.6279) P* 0 0 0 (P - .000 ) 
Moan • 1 9298 (2.0130) /  2.0319(2.0417) 
St.Dav • .7132 (.7600) /  .7363( 7009)
C orr.C o  • .1802( 364 6 ) P* ,006(P * .002) 
Maan • 1.7632 (1 .8333) /  18732(2.0130) 
St.Dav • .6124 (.7316) I  .6097( 6606)
Q A11 If I say I will do something, I 
will try to ensure that I complete the 
task
% n- 346 (73)
SA (SA) A (A) TD (TD) D (D)
BEFORE 32.7 26.6 80.7 64.9 6.6 18.3 0 1.2
AFTER 31.4 27.3 80.6 82.3 6.9 9.1 1.2 1.3
BEFORE ^  AFTER
Q A12 I tend to work better when 
someone comments on the quality of 
my work
% n* 344 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 31.9 43.1 46.4 37.6 17.4 16.3 4.3 4.2
AFTER 30.3 36.1 63.8 46.6 14.2 13.9 1.7 4.2
BEFORE ^  AFTER
C orr.C o  •  .2962( 4 68 4 ) P- ,00 0 (P - .000 ) 
Maan • 1.7390 (1.0612) /  1.7761(1.8442) 
8 t.Dav •  .6713 (.7010) /  .6176( 6296)
C orr.C o  • .20601.6943) P* .0 0 0 IP - .000) 
Maan • 1.9420 (1 .6066) /  1.6726(1.8611) 
8 t.Dav • .6186(.6 46 8 ) /  .7060( 8102)
(60)
Q A13 Everyone does something well
% n* 346 (71)
8A (8A) A (A) TD (TD) . D (D)
BEFORE 49.6 47.2 34.6 37.6 11.6 12.6 4.1 2.8
AFTER 66.8 67.7 29.7 36.6 9.6 4.2 4 1.4
I BEFORE ^  AFTER
C orr.C o  •  .3460( 3 6 4 0 ) P- ,000(P« .006 ) 
Moan • 1.7014 (1 7 0 6 3 ) /  16061(1.4630) 
St.Dav • .6267  (.7 06 0 ) /  .8201( 6616)
Q A15 A job Is usually done more easily 
when many people are involved.
% n- 343 (72)
60 i---------------------
SA (8A) A (A) TD (TD) D (D)
BEFORE 14.6 23.6 41 40.3 36 29.2 8.4 6.9
AFTER 13.6 16.7 39.3 38.9 40.6 36.1 6.6 8.3
BEFORE g H  AFTER
C orr.C o  •  .3616( 4 62 6) P* ,000(P* .00 0 ) 
Maan • 2 .3837  (2.1844) /  2.4017(2.3611) 
St.Dav • .6364  (.8 82 4 ) /  .6043( 860 8 )
Q A14 Better decisions are made when 










8A (8A) A (A) TD (TD) D (D)
BEFORE 36.7 26 66.9 69.7 6.7 13.9 0.6 1.4
AFTER 31 38.1 60.9 62.6 7.2 9.7 0.9 1.4
BEFORE ^  AFTER
C orr.C o  • .1863( 3 80 4) P* ,001(P- .001) 
Maan • 1.7101 (10167) /  1.7767(1.7638) 
St.Dav • .6124 (.6661) /  .6082( 6816)
Q A16 I usually find talking to 
strangers difficult.
% n- 346 (72)
AFTER
I BEFORE AFTER
C orr.C o  •  .4340( 3 8 2 3 ) P* 000(P> .001) 
Maan • 2.6217 (2.4661) /  2 .6 6 70 (2 .68 78 ) 
St.Dav • .8464  (.8 86 0 ) /  .6666( 7686)
(61
)
Q A17 I generally find It easy to 
persuade people to accept my point of 
view.
% n- 344 (79)
8A (8A) A (A) TD (TD) D (D)
BEFORE 8.7 3.3 48.4 62.2 41.4 36.8 6.6 ' 8.9
AFTER 7.2 1.2 60 44.7 37.3 61.8 5.6 2.4
BEFORE H i  AFTER
C orr.C o  • .36 2 2 (.4 8 ie ) P* ,000 (P - .000) 
Mean - 2 .4680 (2 .60 0 0 ) /  2.4104(2.6620) 
St.Dav • .7022 (.7071) /  .7066(.6671)
Q A19 Giving Instructions to people 
you know is usually more difficult than 
giving Instructions to strangers.











C orr.C o  • .1996( 1668) P* ,00 0 (P - .109) 
Maan • 2.6304 (2 .64 4 4) t  2.3314(2.4681) 
8t.Dav • .6140 (.0270) /  .8046( 7000)
Q A18 I usually do my best work when I 
am left alone to get on with the job.
% n* 345 (79) 
80 |---------------------
8A (SA) A (A) TD (TD) D (D)
BEFORE 36.1 28.7 47.6 43.3 13.9 16.8 3.6 3.3
AFTER 28.6 23.6 62.2 64.1 19.3 18.6 2 6.9
BEFORE m i  AFTER
C orr.C o  • 430K .4018) P* ,000(P * .00 0 ) 
Mean • 1 868 0  (2 .2880) /  1.0883(2.1060) 
St.Dav • .7814 (1.2201) /  .7346( 0630)
Q A20 I find It difficult to deal with 
people who are angry
% n- 344 (79)
SA (SA) A (A) TD (TD) D (D)
BEFORE 20 16.9 40.8 61.1 26.4 24.4 11 6.6
AFTER 16.3 18.6 43.1 43.6 31.2 37.8 10.4 2.4
BEFORE H i AFTER
Corr.C o  • .20061.2887) P *.000(P* .010) 
Mean • 2 .3 0 43  (2.1887) /  2 .3871(2.2688) 




Q A21 I tend to find controlling my 
frustrations difficult.
% n- 344 (79)
8A (SA) A (A) TD (TD) D (D)
BEFORE 13.8 11.1 38.3 31.3 37.4 27.8 10.7 ' 10
AFTER 11.8 7.1 34.7 37.8 40.6 32.9 13 7.1
BEFORE I AFTER
C o rr.C o  • 3990(.7366 ) P- OOOIP- .000) 
Mean • 2 .4522 0 .0 6 5 5 )  /  2 .6452 (2 .9620 ) 
St.Dav • .8684(1.4662) /  .6644(1.3632)
Q A23 I enjoy making things
% n * 3 4 3  (7 8 )
50 I----------------------
8A (SA) A (A) TD (TD) D (D)
BEFORE 36.9 47.2 414 41.8 14.9 9 7.9 2.2
AFTER 29.7 42.4 43.8 46.9 19 10.8 7.6 1.2
I BEFORE §H1 AFTER
C orr.C o  • .6363( 6403) P* 000 (P * .000) 
Maan •  1.9476 (1.6629) /  6 .0432(1.7069) 
St.Dav • .9066 (.7377) /  .6672(.7041)
Q A22 I’d rather get on with a job than 
spend time talking about it
BEFORE 22 
AFTER 21.9
BEFORE ^  AFTER
C orr.Co ■ 3991(1646) P» .OOOIP- .167) 
Mean ■ 2 1662 (2.1447) /  2 .1768(2.2297) 
St.Dav • 834 6  (.6749 ) /  .6471( 8201)













% n* 342 (72)
8.9
BEFORE I AFTER
Corr.Co • 3390( 2601) P* 000(P * .017) 
Maan • 2 .2339  (2.2917) /  2.2076(2.3611) 
St.Dav • .6672( 6694) /  .6430( 7181)
Q A25 I enjoy working with people of the 
opposite sex.
% n- 342 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 27.8 20.8 80.9 64.2 8.4 23.6 2.9 1.4
AFTER 27.4 19.4 63.4 69.7 8.9 19.4 0.3 1.4
I BEFORE I AFTER
C orr.C o  • .46781.6475) P- ,000<P- .000) 
Moan • 1.6636 (2 .0666) /  1.8213(2.0276) 
St.Dev • .6790( 7088) /  .66 6 3 ( 6708)
Q A27 I am generally popular with other 
pupils.
% n- 342 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 13.7 11.1 73.6 70.8 10.6 16.3 2.3 2.8
AFTER 9 19.4 77.1 88.7 11 13.9 2.9 0
■  BEFORE EHI3 AFTER
C orr.C o  • .4696( 466 3 ) P- ,000<P- .000 ) 
Maan • 2.0146 (2 .0972) /  2 .0783(1.9444) 
8 t.Dav • 6768(..6086  /  .8674( 6787)
Q A26 I prefer to learn new skills by 
using them In a real work task
% n* 343 (71)80 i-----------
SA (SA) A (A)7 TD (TD) D (D)
BEFORE 26.2 18.9 82.3 66.2 10.1 18.9 2.3 0
AFTER 26.8 19.4 67.2 72.2 8.1 8.3 0.9 0
■ ■  BEFORE AFTER
C orr.C o  • .2286( 2 33 6) P- ,000(P - .06 0 ) 
Maan • 1.6967 (2 .00 0 0 ) /  1 .6203(1.8809) 
8 t Day • .6609( 6 86 6 ) /  .6677(.6188»
Q A28 I usually find it easier to work 
with out supervision.
% t)‘ 346 (72)
SA (SA) A (A)7 TD (TD) D (D)
BEFORE 24.1 13.9 64.8 69.7 18 20.8 3.2 6.6
AFTER 19 26 81.7 62.8 16 20.8 4.3 1.4
BEFORE AFTER
Corr.C o  • .3469( 376 0 ) P - ,000 (P - .001) 
Maan • 2 0029  (2 .1806) /  2.046X1.9861) 
81 .Da* • 7412(,7378) /  .7166( 7216)
(64
)
Q A29 I find it easy to make myself 
understood by adults and people my own 
age.
% n* 343 (72)
SA (SA) A (A) TO (TD) D (0)
BEFORE 17.7 6.9 64.4 66.9 24.7 31.9 3.2 - 4.2
AFTER 13.9 4.2 62.1 73.6 18.6 20.8 6.6 1.4
I BEFORE I AFTER
C orr.C o  • 3403(.1746) P- .OOOIP- .143) 
Maan • 2.1337 (2 .33 3 3 ) /  2.1661(2.1944) 
St.Dav • .7321 (.6713) /  .7216( 6211)
Q A31 If I see a task that needs doing, 
I usually tackle it without waiting for 
instructions from others
% n- 343 (72) 601------------
SA (8A) A (A) TD (TD) D (D)
BEFORE 9.9 6.9 42.6 36.1 38.4 60 9 6.9
AFTER 7.6 6.9 42.4 36.1 43.6 62.8 6.6 4.2
■ I  BEFORE AFTER
C orr.C o  • 3212(.S022) P - .00 0 (P * .010) 
Maan • 2.4661 (2 .6694) /  1.4942(2.6417) 
St.Dav • .7928( 7282 /  .7313( 6907)
Q A30 I usually keep working at a 
problem until I find a solution
% n- 343 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 16.6 22.2 43.9 48.6 34.6 26 4.9 4.2
AFTER 13.9 16.3 61.4 66.9 31.2 23.6 3.6 4.2
BEFORE AFTER
C orr.C o  • .3 8 6 3 U 9 9 2 )  P- OOOIP- .00 0 ) 
Maan • 2.2791 (2.1111) /  2.2428(2.1067) 
St.Dav • .7968 (.7971) /.7298(.7316)
Q A32 I generally like to collect all 
the relevant information before making 









SA (SA) A (A) TD (TD) D (D)
BEFORE 20.9 22.6 60.3 66.3 16.4 16.9 3.6 4.2
AFTER 16.6 26 66.7 60 32.6 23.6 3.2 1.4
■ i  BEFORE H I  AFTER
% n- 346 (71)
Corr.Co • .36211.3662) P- ,000 (P - .00 2 ) 
Maan • 2.0146 (2 .0262) /  2.1329(2.0139) 
St.Dav ■ .7090  (.7664 ) /  .7017(7140)
Q A33 Working in Industry tends to 
be hard work
% n* 341 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 0.4 6.6 60.7 60.4 28.7 22.2 3.3 2.8
AFTER 8.1 4.2 67.1 66.0 32.6 38.9 2.30 0
BEFORE I AFTER
C orr.C o  • .2018( 2769) P- ,000 (P - .019) 
Moan • 2 .2376 (2 .2222) /  2.2911(2.3472) 
St.Dav • .6692 (.6888 ) /  .6442( 6607)
Q A35 I find talking to people is the 
best way of finding out about new ideas
n* 343 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 39.2 40.3 63.6 64.2 6.6 4.2 1.6 1.4
AFTER 30.3 29.2 67.6 69.4 10.4 1.4 17 0
I BEFORE I AFTER
C o rr.C o  • .2286( 1663) P - 0 0 0 (P - .193) 
Mean • 1.6948 (1.6887) /  1.8946(1.7222) 
St.Dav • .8466  (.8260 ) /  .6462( 4813)
Q A34 I like to tackle challenging 
tasks.
% n* 346 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 23.7 27.8 69.2 66.3 16 11.1 2 2.8
AFTER 21.1 34.7 63.9 64.2 14.2 11.1 0.9 0
I BEFORE ^  AFTER
Corr.Co • .41071.4423) P - ,000(P - .000 ) 
Moan • 1 9 6 3 8  (1 .8689) /  1.9638(1.7839) 






Q A36 I tend to work better when I have 
competition at school
% n* 346 (72)
SA (SA) A (A) TD (TD) D (D)
BEFORE 24.6 27.6 36.3 27.8 32.9 33.3 7.2 11.1
AFTER 19 16.3 36 30.6 36.9 44.4 8.1 9.7
BEFORE I AFTER
C orr.C o  • .4 0 7 6 U 0 9 9 )  P- .000(P« .000 ) 
Mean • 2 .2283 (2 .2778) /  2.3401(2.4881) 
St.Dav • .9024  (.9981) /  .8766( 8720)
(66
)
Q A37 I feel that discussing my problems 
with others reveals my weaknesses
% n* 344 (72) 
50 |---------------------
SA (8A) A (A) TD (TO) D (0)
BEFORE 14 2.8 32.3 34.7 37.8 43.1 18 19.4
AFTER 8.4 2.8 38.3 37.5 38 40.3 16.3 19.4
BEFORE ^  AFTER
C orr.C o  • .30981 .4606) P* 000 (P * .000 ) 
Mean • 2.6681 (2.7917) /  2 .8 023 (2 .7839 ) 
SI.Dev • .9208( 7661) /  .8461( 7960)
Q A39 I feel that the person with the 
loudest voice often makes the best 
leader.
% n* 346 (72)
SA (8A) A (A) TD (TD) D (D)
BEFORE 9 8.9 10.4 8.9 36 38.1 46.7 60
AFTER 5.6 6.8 10.7 4.2 31.7 40.3 62 60
BEFORE ^  AFTER
C orr.C o  •  .30981 6496) P *.000(P* .000 ) 
Mean • 3.1734 (3.2917) /  3 .3 0 85 (3 .34 72 ) 
81.Dev ■ .9442( 8791) /  .6696  (.8077 )
Q A38 It is important to say what you 
think when working with others
BEFORE 4S.4 
AFTER 41
BEFORE ^  AFTER
C o rr.C o  • .26761.1289) P* .OOOIP* .280) 
Mean • 1.6913 (1.6944) /  1.6908(1.7917) 
St.Dav • .8386  (.7438 ) /  .66791.8487)
Q A40 I tend to project a confident 
Image to others.
% n* 344 (72)
70 I---------------------------------------------------------------------------------
SA (SA) A (A) TD (TD) D (D)
BEFORE 8.1 2.8 67.4 63.9 29.8 31.9 4.9 1.4
AFTER 7.8 6.8 68.4 82.6 30.8 29.2 6.2 2.8
wm  BEFORE ^  AFTER
C orr.C o  • ,38 2 3(.3 4 37 ) P* ,000 (P * .003) 
Mean • 2.3130 (2.3194) /  2.3324(2.2917) 
SI.Dev • .6909( 6622) /  .8963( 6162)
(67
)
QA41 My first reaction about the quality 
of an Idea tends to be correct
% n- 344(79)
60 I--------------------
8A (SA) A (A) TD (TD) D (D)
BEFORE 6.8 4.2 39.4 60 47.2 34.7 7.6 • 111
AFTER 4.3 4.2 47.1 33.8 43.1 67.7 6.6 4.2
BEFORE ^  AFTER
C orr.C o  • ,3900(.7368 ) P - .OOOIP- .000) 
Moan • 2.1163 (1.0776) /  2 .0807(1.0766) 
8 t.Dev • .6683  (.6177) /  .6263( 6071)
Q A43 I do not like sharing my ideas 
others




C orr.C o  • .4302( 3402) P - .000 (P - .003) 
M aan • 3 0403  (3.1227) /  3 .0610(3 .0072) 
81.Dav • .8730 (.7662) /  .8662( 7636)
Q A42 I tend to be very self critical of 
my work at school.
BEFORE 16.8 
AFTER 22
BEFORE f i l l  AFTER
C orr.C o  • .40671.2046) P- .OOOIP- .013) 
Maan • 2.2107 (2 .2600) /  2 .0 0 67 (2 .33 80 ) 
St.Dav • .7663  (.6860) /  .76221.6068)
Q A44 When I am given a difficult 
practical task to do at school, I try 
to complete it successfully









SA (SA) A (A) TD (TD) D (D)
BEFORE 26.6 30.6 67.3 63.9 5 4.2 0.9 1.4
AFTER 30.1 29.2 69.8 61.1 8.1 9.7 2 0
■ fa  BEFORE AFTER
C orr.C o  • 2968( 4266) P- .OOOIP- .000 ) 
Mean • 1 7088 (1.7630) /  1.6208(1.6066) 
St.Dav • 6607 (.6032 ) /  .6660( 6067)
Q A45 I tend to work better when the 
boss is male
% n* 344  (72)
IIIIIPi Wm P
f  ( II  I I I
8A (SA) A (A) TO (TD) 0 (0)
BEFORE 6.3 4.2 11.4 12.6 40.6 46.8 42.6 37.6
AFTER 4.9 2.6 11.9 11.1 41.3 43.1 41.9 43.1
WM BEFORE AFTER
C orr.C o  • .2996 (.1010) P* .000<P* .090 ) 
Moan • 3 .2053  (3 .1557) /  3 .2006 (3 .2539 ) 
St.Dav • .54 3 0  (.5 0 4 9 ) /  .5360( 7690)
Q A47 I am usually at my best In an 
emergency
34S (71)
SA (SA) A (A) TO (TD) 0 (D)
BEFORE 18.8 16.3 43.1 40.3 32.9 38.1 7.2 8.3
AFTER 13 11.3 49.1 42.3 32.1 38 6.8 8.6
BEFORE I AFTER
C orr.C o  • .41041.5795) P* ,000(P* .000) 
Moan •  2 .3054  (2 .37 5 0 ) /  2 .3054 (2 .4356 ) 
SI.Dov • .8332( 6 46 6 ) /  .7661( 8069)
Q A46 I usually respond well to being 
given a position of trust
BEFORE 31.6 
AFTER 29.2
I BEFORE ^  AFTER
C orr.C o  • .362K.3179) P» ,000 (P * .007) 
Moan • 1.6121 (1.9167) /  17677(1.6611) 
St.Dov • 6666  (.6963) /  .6039( 6777)
Q A48 Work In office easier than factory 





C orr.C o  • .3 7 0 0 M 2 4 6 ) P* ,000 (P * .00 0 ) 
Moan • 2 .3 8 60  (2 .44 4 4) /  2 .6 0 69 (2 .70 63 ) 
St.Dov • .96 2 0 ( 9021) I  .9699( 8 96 0 )
Q A49 I do not mind working hard if I
know I am going to make some money




C orr.C o  •  .3661( 469#) P* ,00 0 (P - .000) 
Moan • 1.6601 (1.9296) /  1.8290(1.8760) 
St.Dov • .7674(1.0046) /  .79 4 K .6 64 6 )
Q A50 I Would Enjoy Working For Myself





C orr.C o  • ,38 6 3(.4 9 92 ) P* .OOOIP* .000 ) 
Moon • 2.1166 (1.9778) /  2.0807(1.9766) 
St.Dov • .6863  (.6177) /  .6263( 8971)
B1a On discovering theft of company 
property I would:- 
Sack all the staff





Corr.C o  • .0S4a(.S431) P» .012(P* .000) 
Moan • 3 .0240  (3 .0010) /  3 .9130(3.0303) 
SI.Oov • 3964( 0 0 2 2 ) /  .4420( 0143)
B1c On discovering theft of company 
property I would:- 
Discuss the problem with my staff
% n* 346 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 68.9 48.3 26.7 26.8 18.2 18 1.2 7.9
AFTER 86.9 67.8 20.2 24.7 12.1 10.8 17 7.1
I BEFORE I AFTER
Corr.C o  •  94SM< 3840) P* 000 (P * .001) 
Moan •  1.0100 (1 0 0 3 9 ) /  1.4971(1.0700) 
81.Dow •  .7947( 9 8 3 4 ) / .7737(.S30S)
B1b On discovering theft of company 
property I would:- Tighten the 
company’s security arrangements
% n- 343 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 24.3 28.1 60.1 46.3 24.3 21.3 1.2 2.2
AFTER 23.2 18.1 60.1 42.2 26.2 33.7 1.4 6
■ i  BEFORE AFTER
C orr.C o  • ,2044(.2177) P- ,000(P* .009)
Moan • 2 .0232  (1.9770) /  2.0493(2.2771)
St.Dav • 73101.7064) /  7360( 6310)
Bid On discovering theft of company 
property I would:- Plan a way of 
catching those responsible









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 18 11.2 22.3 32.8 68 63.9 1.7 2.2
AFTER 9.8 16.3 26.4 31.8 81.2 49.4 0.9 3.5
BEFORE ^  AFTER
C orr.C o  • .2449( 209 0 ) P* 000(P* .010) 
Maan • 2 .4340  (2.4719) /  2.0333(2.4119) 
SI.Oov • .0011( 7 2 4 4 )/ .6774(.7912)
B2a If staff were consistently late for 
work I would:- 
Dismiss them after several warnings
% n- 343 (78)
7 0 1----------------------------------------------------------------------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 11.8 3.4 67.7 66.1 20.6 27 10.1 14.6
AFTER 11 6.9 60.6 60.6 16.7 26.9 12.8 17.6
BEFORE ^  AFTER
Corr.C o  • .2 9 6 0 U 2 8 3 ) P- ,000(P* .000) 
Moon • 2.2928 (2.6281) /  2.9014(2.6629) 
St.Dov • .8023( 7847) /  .6294( 6623)
B2c If staff were consistently late for 
work I would:- 
Arrange for employees to start later
% n- 343 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 1.2 9 11.6 21.3 37.4 31.6 49.9 38.2
AFTER 17 6.2 13.9 23.6 37.1 34.1 47.2 34.1
■ I  BEFORE AFTER
Corr.Co •  ,2770(.6696) P* .000(P* .000 ) 
Moon •  3 .3 6 94  (2 .98 6 8 ) /  3 .2986(2.9412) 
St.Dov •  .7302( 9827) /  .7706( 9666)
B2b If staff were consistently late for 
work I would:- Discuss the cause of the 
problem with them
% n- 346 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 64.4 66.4 13 14.6 2 0 0.6 0
AFTER 86.6 60 10.4 16.6 3.6 3.6 0.3 0
■ I  BEFORE ^  AFTER
C orr.C o  • .10421.3401) P- 063 (P - .002)
Moon • 1.1679 (1.1461) /  1.1821(1.2363)
St.Dov • .4779( 3662) /  .4861( 6036)
B2d If staff were consistently late for 
work I would:- Ignore the problem and 
hope things would improve in time
% n- 343 (78) 
60 |---------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 2.9 4.6 16 26.8 40 33.7 39.1 38
AFTER 17 7.1 14.2 16.6 44.3 37.6 39.7 38.8
BEFORE 6 ^ 3  AFTER
C orr.C o  •. 2661( 4009) P* 000(P * .000 ) 
Moon • 3.1636 (3.0112) /  3 .2 2 03 (3 .08 24 ) 
St.Dov • 8166( 8962) /  .7496( 9166)
B3a I would Like to Run My Own Company 
If I Had a Brilliant Idea for a Product 
or Service
% n* 344 (77)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 83.3 67.3 24.9 27 8.7 14.8 3.2 1.1
AFTER 62.2 63.6 23.2 32.1 11 10.7 3.6 3.6
I BEFORE I AFTER
C orr.C o  • 3628(.3420 ) P- ,000 (P - .002 ) 
Moon • 1.6173 (1.6966) /  1.6666(1.6429) 
SI.Oov • .7846  (.7793) /  .9233( 8166)
B3c I Would Like to Run My Own Company 
If I Had So Much Money It Didn't Matter 
If the Business Failed









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 9.3 12.4 8.7 16.7 19.4 14.8 62.6 67.3
AFTER 11.9 14.1 11 16.6 17.4 11.8 69.6 67.8
BEFORE ^  AFTER
C orr.C o  •  ,3926(.6203) P- .OOOIP- .000 ) 
Moan • 3 .3 6 96  (3.1666) /  3.2471(2.0941) 
St.Dov •  .9607  (t1 0 0 ) /  1 0606 ( 7611)
B3b I Would Like to Run My Own Company 
If I Had a Partner Who Knew What They 
Were Doing




C orr.C o  • .2290( 2966) P - ,000<P- .009 ) 
Moon • 2.1072 (2 .06 9 9) /  2.1942(2.0941) 
St.Dov • .8016 (.8206 ) /  .8247(.7611)
B3d I Would Run My Own Company if 
If I Couldn't Qet a Job With a Large Co.
% n- 342 (78) 
8 0 1-----------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 4.9 9 18.2 29.2 49.8 44.9 29.3 16.9
AFTER 8.7 16.6 ip.e 20 46.6 40 30.2 23.6
BEFORE ^  AFTER
C orr.C o  • .2422( 2394 P- ,000(P - .036) 
Moan • 3.0319 (2 .6966) /  3 .0 026 (2 .7069 ) 
SI.Oov • .9061 (.8983 ) /  .8668( 9413)
B4a The key to successful selling Is:- 






Corr.C o  • .3732( 4901) P* ,000(P* .000 ) 
Moon •  3.0119 (2 .6999) /  2.9909(2.7629) 
St.Dov •  .9374  (1.0999) /  .6948( 9374)
B4c The key to successful selling is:- 









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 14 4.6 8.7 16.9 30.7 32.8 69.1 48.1
AFTER 2.3 4.7 11.9 14.1 27.8 36.3 68 46.9
BEFORE AFTER
C orr.C o  • .2733(.S 986) P* ,000(F* .000 ) 
Moon •  3 .4794  (3 .2022) /  3.4146(3.2239) 
St.Dov •  .7194 (.9914) /  ,7992(.9943)
f f  242 (78)
B4b The key to successful selling ls:- 
Carefully planning how best to sell your 
product or services
% n* 344 (78) 
1 0 0 1-------------------------
I9t (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 78.3 70.8 13 20.2 6.8 7.9 2.9 1.1
AFTER 72.6 87.1 17.1 23.6 8.1 4.7 2.3 4.7
BEFORE ^  AFTER
C orr.C o  •  .2336( 4144) F> 0 00 (P - .000) 
Moon • 1.3333 (1.3933) /  1.4017(1.4709) 
St.Dov • .7169 (.9946 ) /  7366( 7956)
B4d The key to successful selling ls:- 
Charglng less for your product or 









191 (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 14.8 12.4 81.2 63.9 16.9 24.7 8.1 9
AFTER 16.8 21.2 44.6 46.9 23.6 20 13.3 12.9
BEFORE ^  AFTER
C orr.C o  > .236K.2616) P* ,000(P * .029) 
Moon • 2.1739 (3 .2022) /  2.3169(2.2471) 
8 I.Dov •  .7766 (.9036 ) /  .9264( 9374)
% n- 342 (78)
B5a Some companies encourage their 
employee to work as a team because:- It 
Overcomes the individual’s weaknesses
% n* 343 (78)
V
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 23.3 22.2 40.4 51.1 21.1 14.4 16.1 12.2
AFTER 28.9 23.8 41.9 50 18.8 14.3 10.4 11.9
BEFORE I AFTER
Corr.C o  • 2 3 2 9 U 9 0 4 ) P- 000(P* .000) 
Moan • 2 .2820  (2.1662) /  2.1069(2.1429) 
St.Dov • .9663  (.9194) /  .9403( 9202)
B5c Some companies encourage their 
employee to work as a team because:- 
It prevents unhealthy competition













I BEFORE I AFTER
C orr.C o  •  .1618( 4673) P* .OOKP- .000 ) 
Moan • 2 .8924  (2 .93 3 3) /  2.8696(3.1190) 
St.Dov •  .9704  (.8319) 7 .9294( 8669)
B5b Some companies encourage their 
employee to work as a team because:- It 
produces more useful ideas in the co.
% n- 343 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 81.2 81.1 26.2 23.3 10.4 13.3 3.2 2.2
AFTER 68.2 58.6 26.2 23.2 13.3 10.8 6.2 4.7
BEFORE ^  AFTER
C orr.C o  • .2029( 4843) ? •  ,000(P * .000) 
Moan • 1.6666 (1.6667) /  1.6764(1.6363) 
SI.Oov • .6064 (.6080 ) /  .8961( 8670)
B5d Some companies encourage their 
employee to work as a team because:- The 










WM b e fo r e  R a f t e r
% n* 342 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
4.4 2.2 16.4 26.8 29.1 26.8 61.2 48.7
4.3 6.9 12.8 33.6 26.8 32.9 57.1 37.8
C orr.C o  • .3217(.2497) P* ,000(P * .026) 
Maan • 3 .2703 (3.1667) /  3 .3 6 66 (3 .02 36 ) 
St.Dav • .6771 (.8900) /  .8646( 9266)
B6a It is important for senior employees 
to discuss the running of the company:- 
It's difficult for a person to run alone




I BEFORE I AFTER
C orr.C o  • 2373(.2917) P- .OOOIP- .009) 
Moon • 2 .8779  (2 .6778) /  2 .9766(2.6706) 
8t.Dov • 1.1666(1.1696) /  1.1021(1.1891)
B6c It is important for senior employees 
to discuss the running of the company:- 
Problems can be identified quickly
% n- 342 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 24.7 23.6 46.2 38.2 20.3 23.6 6.7 14.6
AFTER 32.8 17.6 38.6 47.1 20 26.9 8.4 9.4
I BEFORE AFTER
C orr.C o  •. 24981.2727) P- ,000(P - .016) 
Moon • 2.1306 (2.2921) /  2 .0406(2 .2706) 
St.Dov • .6668( 9 9 0 9 )/ .9299( 6646)
B6b It is important for senior employees 
to discuss the running of the company:- 
Because it's important to share ideas





C orr.C o  • .23091.2713) P - .000 (P - .016) 
Moon • 1.9014 (1.7607) /  1.9364(1.9412) 
St.Dov • .97461..7797 /  9700( 9680)
B6d It is important for senior employees 
to discuss the running of the company:- 
As It's a democratic way to make decis's








I BEFORE I AFTER
C orr.C o  -. 2664(.2326) P- 000 (P - .039) 
Moon • 3.0614 (2 .6778) /  3 .0 3 48 (2 .96 62 ) 
St.Dov • .9834(1 .0266)/ ,9768(.9940 )
B7a The beet way of producing new ideas
is:- To hold a competition
% n- 342 (79)
g w
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 8.7 16.6 27.6 30 33.7 31.1 32 23.3
AFTER 9.3 12.9 20.9 38.8 38 27.1 31.9 211
I BEFORE I AFTER
C orr.C o  • 3 732(.208S ) P- .OOOIP- .033) 
Moan •  2 .3099  (2 .3222) /  2 .9243(2.8874) 
8 t.Dov • .9281 (1.0120) /  .9483( 9691)
B7c The best way of producing new ideas 
is:- To look at what your competitors 
are doing.







C orr.C o  •  .*7 3 3 (.2 3 8 8 ) P- ,000(P* .013) 
Moan •  2 .4 3 34  (2 .8 0 0 0 ) /  2 .4341(2.8233) 
St.Dov • .9387 (.9 3 3 3 ) /  .9182(1.0837)
B7b The best way of producing new ideas 
l$:“ To have a session where everybody 
contributes their ideas.
% n* 344 (78)80 I------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 72.6 711 17.1 21.1 8.7 4.4 3.8 3.3
AFTER 74.8 64.3 17.3 23.6 8.1 7.1 2 4.8
I BEFORE ^  AFTER
C orr.C o  • .23361.2330) P- .00 0 IP - .038 ) 
Moan • 1.4174 (1.4000) /  1.3366(1.6236) 
St.Dov • .7774 (.7313) /  .6879( 8284)
B7d The best way of producing new Ideas 
is:- To pay your employees a bonus for 









■ ■  BEFORE ^  AFTER
C orr.C o  •  .238K .4748 ) P* ,000(P - .000 ) 
Moan • 3.1773 (2 .6687) 7 3.2174(2.9412) 
St.Dov • .9102 (.9622) /  8903( 9666)
B8a The best way of ensuring a 
successfull product or sevice is:- 
To seek opinions before production.
% n- 343 (78)
B8b The best way of ensuring a 
successfull product or sevice ls:- 
To make sure that it is cheap
342 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th) 1st (161) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 78.1 68.7 9.8 17.8 4.3 13.3 7 2.2 BEFORE 8.4 8.8 32 30 37,2 33.3 24.4 27.8
AFTER 79.7 83.9 10.7 19.3 4.1 12 6.6 4.8 AFTER 6.2 7.1 26.8 28.8 36.8 38.1 32.2 26.2
I BEFORE AFTER BEFORE AFTER
C orr.C o  • 2306(.3088 ) P* ,000(P * .000 ) 
Moon • 1.3013 (18111) /  1.3838(1.8783) 
St.Dov • .8830 (.8107) /  .8013( 8861)
Corr.Co • 1677( 4418) P* 003<P* .00 0 ) 
Moon • 2.7086 (2 .8000) /  2 .0 8 84 (2 .83 33 ) 
St.Dov ■ .8636  (.0606 ) /  .8883( 0020)
B8c The best way of ensuring a 
successfull product or sevice Is:- 
To ensure there are no competitors
% n- 342 (76)
AFTER
B8d The best way of ensuring a 
successfull product or sevice is:- 
To advertise well on television
*  n* 342 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
V
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
7.3 8.7 32 30 24.7 31.1 36 32.2 BEFORE 7 10 28.7 37.8 33.7 32.2 32.4 20
9.6 9.6 36.3 26 32.7 32.1 22.6 33.3 AFTER 8.1 20.2 26.1 39.3 26.4 19 39.4 21.4
■ I  BEFORE i h :i AFTER ■ i  BEFORE m u AFTER
C o rr.C o  •  .2636(.37S8) P« .000<P- .001) 
Moon • 2 .8063  (2 .68 0 0) /  2 .0621(2.8020) 
S t.Dov •  .0812 (.0416) /  9279( 8020)
Corr.Co • .2886( 408 0 ) P* .OOOIP* .000 ) 
Moon • 2.0186 (2 .6222) /  2.0013(2.4167) 
St.Dov • .0317 (.0180) /  .0800(1.0437)
B9a Better products are made on a 
production line because:- 
All products are of similar quality
% n- 337 (76)
1st (1st) 2nd (2nd) 3rd (3rd) 4th
BEFORE 16.2 16.0 20.0 26.4 24.2 30.7 36.6
AFTER 24.3 23.6 22.0 26.0 23.6 24.7 20.3
I BEFORE ^  AFTER
Corr.Co • 2634(.2932 ) P- .OOOIP- .011) 
Moan • 2.8626 (2 .6477) /  2 .8766(2 .6302) 
St.Dov • 1.1076(1.0206) /  1.1491(1.1120)
B9c Better products are made on a 
production line because:-The average 
worker could not learn to do everything









I BEFORE I AFTER
Corr.C o  • *.1670(.6143) P* ,004(P * .000 ) 
Maan • 2.S626 (2 .4270) /  2 .0728(2 .6663) 
St.Dov • 10360 (1 .0669) /  10666(1 .0499)
B9b Better products are made on a 
production line because:- It cuts 
the cost of production
% n» 337 (78)
BEFORE
AFTER 17.1 16.3 30.7 34.1 32.5 26.0 19.7 24.7
BEFORE AFTER
C orr.C o  • .20401.3211) P- OOOIP- .004 ) 
Maan • 2 .3628 (2 .6067) /  2 .6 4 76 (2 .60 00 ) 
St.Dov • 9976(1.0070) /  .9934(1.0269)
B9d Better products are made on a 
production line because:- They can be 
produced more quickly than by one person
% n- 338 (77)
60 i---------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 47.4 39.3 23.8 29.2 16.8 19.1 12.1 12.4
AFTER 46.6 36.1 2?.6 26.2 17.7 16.7 13.9 10
BEFORE AFTER
C orr.C o  • .21621.3448) P- ,000 (P - .002) 
Maan •  1.9363 (2 .0449) /  1.9971(2.1667) 
St.Dov • 1.0696(1.0436) /  1.0931(1.1369)
B10a A company needs profits to:- 
Make money for the owner(s)
% n* 339 (79)
1st
BEFORE 8.5 
AFTER 11.3 11.8 13.8 23.5 86.2 57.8
I BEFORE t AFTER
C orr.C o  • .47781.3602) P* .OOOIP* .002) 
Moan •  3 .3236  (3.1666) /  3.3600(3.3176) 
St.Dav • .0081 (.6063 ) /  .0006( 0413)
B10c A company needs profits to:- 
Enable the company to survive during 
bad times




I BEFORE I AFTER
C orr.C o  •  .2777(.4066) P* ,000 (P * .000 ) 
Maan • 2.2136 (2 .63 3 3 ) /  2.1166(2.3412) 
St.Dav •  .0660  (1.1336) /  1.0117(1.1166)
B10b A company needs profits to:- 
Ensure the workforce keep their jobs
% n* 340 (79)
60 |---------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 21.1 16.7 22.8 38.9 42.4 30 13.7 14.4
AFTER 19.7 21.2 24.1 29.4 43.8 41.2 12.6 8.2
I BEFORE ^  AFTER
Corr.C o  • .2168( 3700) P* ,000<P* .001) 
Maan • 2 .4883  (2 .4222) /  2 .4680(2 .3647) 
St.Dav • .0730  (.8 36 0 ) /  .0460( 0100)
B10d A company needs profits to:- 
Enable It to Invest in new Ideas for 
the future
«  n* 340 (76) 
50 I---------------------
1st (1st 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 43.9 43.3 26.7 32.2 20.2 21.1 10.2 3.3
AFTER 37.7 36.9 3?.6 40.6 20.6 15.6 9.3 7.1
BEFORE ^  AFTER
C orr.C o  • .2334( 3210) P* ,000(P * .004) 
Maan • 1.0676 (1 .6444) /  2.0146(1.0266) 










B11a If a company has so many orders 
that it can’t supply on time It should:- 
Refuse to return customers phone calls




1st (1st) 2nd (2nd) 3rd (3rd)
4.1 11 S.6 13.3 61.6 67.8
6.6 3.6 6.2 14.1 61.3 48.2
I BEFORE I AFTER
Corr.Co • .1 6 0 9 U 0 0 3 ) P* .006(P * .0771 
Moon • 3 .190* (3.1222) /  3.2174(3.1294) 
SI.Oov • .7 *9 9  (.9979) /  .77 *9 ( 7839)
B11c If a company has so many orders 
that It can’t supply on time It should.- 
Tell customers and hope they understand
*  n- 341 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 72.2 83.3 19.9 16.9 6.8 12.2 2.3 6.8
AFTER 711 68.2 20.8 16.3 4.6 10.8 3.6 6.9
I BEFORE AFTER
Corr.Co • .1944(.9441) P- 002(P * .000 ) 
M i l l )  •  1.3901 (1 .9000) /  1.4049(1.9412) 
St.Dov • .8999  (.9094 ) /  .7369( 9070)
B11b If a company has so many orders 
that it can’t supply on time it should:- 
Sack the sales manager
% n* 339 (78)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 3.2 3.3 8.7 13.3 34.6 31.1 66.4 62.2
AFTER 3.6 7.1 7.2 8.3 38 33.3 61.3 61.2
BEFORE ^  AFTER
C orr.C o  • .13601.6998) P- ,012(P* .000) 
Moon • 3 .4223  (3 .3222) /  3 .3710(3 .2*97) 
St.Dov • .7677 (.9 32 3 ) /  .79731.8994)
B11d If a company has so many orders 
that it can't supply on time It should:- 
Speed up production to finish the order
% n* 339 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 20.8 20 64.8 87.8 8.2 8.9 8.2 3.3
AFTER 20 14.1 8Q.7 72.9 6.1 8.2 7.2 4.7
BEFORE g l l  AFTER
C orr.C o  • .09441.2709) P* .0831P- .016) 
Moon • 1.9971 (1.9669) /  2 .0068 (2 .0632 ) 
St.Dov • .7339  (.9619) /  7432(.S446)
Bl2a The best way to ensure the Company 
has no union problems is to:- Persuade 
workers to sign a no strike agreement
% n* 338 (78) 
4 0 1---------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 16.8 14.4 22.4 24.4 38.8 31.1 24.1 30
AFTER 19.1 10.7 21.7 27.4 36.9 31 23.2 31
BEFORE ^  AFTER
C orr.C o  • 2029(.2087) P *.000(P* .066) 
Moon • 2 .6 8 2* (t.reer) /  2.8319(2.821* )  
St.Dov • 1.0186(1.0881) /  1.0*02( 9869)
B12c The best way to ensure the Company 
has no union problems Is to:- 
Pay the work force well
% n« 338 (78)
BEFORE 18.6 16.8 44.7 36.8 22.9 33.3 16.9 16.8
AFTER 13.3 19 42.3 29.8 27.2 28.8 17.1 22.8
I BEFORE I AFTER
C orr.C o  • . f6 8 1 ( .*8 I1 ) P*.000(P* .000 ) 
Moon •  2 .8814(1 .4888) /  2.4821(2.6470) 
St.Dov • 8 * 12( 8381) /  .82 7 6 (10 46 0 )
Bl2b The best way to ensure the Company 
has no union problems is to:- Ban trade 
unions from operating in the company
% fl* 339 (78)
BEFORE
AFTER
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
6.6 14.4 13.8 21.1 28.8 26.6 60.9 38.9
8.4 9.6 16.8 28.2 26 28.6 48.8 36.7
I BEFORE I AFTER
C orr.Co *. 2 5 *9 ( 3692) P*.000(P* .001) 
Moon • 3.2412 (2 .60 6 9) /  3 .1682(2 .0046) 
St.Dov • .0221(1.0666) /  .8662(1.0014)
B12d The best way to ensure the Company 
has no union problems is to:- enable 
employees to voice their concerns
% n- 339 (76)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 80.1 47.7 19.1 27.3 114 114 9.4 13.6
AFTER 69.4 61.9 19.1 28.4 10.7 8.6 10.7 11.1
■ I  BEFORE H I  AFTER
C orr.C o  • 8307( 2487) P -.000(P * .034) 
Moon • 1.0662(1.9081) /  1.7276(1.7801) 
St.Dov • 1.0022(1.0662) /  1.0282(1.0069)
B13a. The best way of raising money to 
start a business is to:- 
get a loan from a bank.
n • 339 (79) %
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 44.4 36.8 29 40 20.2 21.1 6.7 3.3
AFTER 39.4 29.8 31 38.9 21.7 28.2 7.8 7.1
I BEFORE I AFTER
C orr.C o  • .31671.3646) P* .000  (P - .000 ) 
M a in  •  1.6674 (1 .6662)/ 16767 (2.1071) 
St.Dov • .6606  (.8 3 7 7 )/ .6628 (.6166)
B13c. The best way of raising money to 
start a business is to:- Get a grant 
from the Government or Local Authority
n • 338 (72) %
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 13.6 27.8 34.1 26 40.3 38.9 12.1 8.3
AFTER 16.1 29.2 31.8 29.2 42.3 31.9 11 9.7
I BEFORE I AFTER
C orr.C o  •  .3478(.6421) P* .000  (P* .000 ) 
Moon • 2 .6068  (2 .27 7 6 )/ 2 .4628  (2 .2222) 
St.Dov •  .8740  (.6 6 7 4 )/ .8787 (.8818)
B13b. The best way of raising money to 
start a business Is to:- Share the start 
up costs equally with others
340 (79)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 39.3 40 28.4 32.2 27 26.8 6.3 2.2
AFTER 42.6 37.8 29.8 31.8 23.1 30.8 4.3 0
I BEFORE I AFTER
C orr.C o  • .2766( 6616) P- .000  (P* .000) 
Moan • 1.8624 (1 .6000)/ 1.8017 (1.8204) 
St.Dov • .8360 (.6616)/ .8210 (.6278)
B13d. The best way of raising money to 
start a business is to:- Sell some of 
your possesions to raise startup capital
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 3.6 2.6 8.2 2.6 12.4 8.3 76.9 86.1
AFTER 2.9 2.6 7.2 8.9 12.8 8.9 77.1 83.3
BEFORE ^ 3  AFTER
C orr.C o  • .1407(.1666) P* .006(P -.100) 
Moan •  3 .6068 (3 .7776 ) /  3 .8 4 06 (3 .70 63 ) 
St.Dov • .7868( 6 33 0 ) /  ,7421(.7207)
B14a Advertising is a way of:- 
Informing the company about the 
company’s products
% ft- 340 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 78.9 76 12 18.7 7.8 4.2 3.6 4.2
AFTER 72.8 72 12.6 16.3 7 6.9 7.8 6.8
H  BEFORE ^  AFTER
C orr.C o  • .1664(.1686) P* .004(P * .1*4)
Moan • 1.3771 (1.3730) /  14036(1 .4633)
St.Dov •  .7741 (.7 6 3 3 )/ .3330(.S 646)
B14c Advertising is a way of:- 
Improving the company’s image
% ft- 340 (72)
60
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 8.7 2.8 26.8 28.4 37.6 41.7 29.9 29.2
AFTER - 10.4 6.3 39.8 23.8 36.3 46.6 24.6 22.2
BEFORE ^  AFTER
B14b Advertising is a way of:- 
Increasing sales





C orr.C o  • .1876( 2881) P* 0 00 (P - .014) 
Moan • 2.3136 (2 .3472) /  2 .3662 (2 .3066 ) 
81.Dav • .3334 (.3 3 0 6 )/ .6660(.60S2)
B14d Advertising is a way of:- 
Ensure the company does not lose sales 
to a competitor
% ft- 339 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 2.1 6.3 13.8 8.3 27 29.2 67.2 64.2
AFTER 2.8 1.4 11.9 18.7 29.3 19.4 68.2 62.6
BEFORE E i l  AFTER
C orr.C o  •  .2433( 2660) P» 000 (P * .016) 
Moan •  2 .3062  (2 .3722) /  2 .7333(2.6104) 
St.Dov • .3063  (.6210)/ 3468( 6774)
C n tt Co • 7 :i0 l(  7007) P* OOOIP. .037) 
Moan • 3 3330 (3.2317) /  3 .3013(3 .4306) 
St.Dov • .7036 (.3410)/ .7421( 0132)
B15a. It is important to keep financial 
records because:- 






1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 23.8 12.7 18.2 26.4 27 42.3 31.1 19.7
AFTER 18 21.1 23 23.9 21.6 23.9 37.2 31
H  BEFORE ^  AFTER
C orr.C o  • .*301(.124S) P* .000 (P- .301)
Moan • 2 .0840(2 .0901) /  2 .7020(2 .0479)









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 26.4 28.2 29.6 26.4 30.6 19.7 11.4 26.8
AFTER 31.4 23.9 30.8 29.6 26.6 26.2 11.3 16.3
BEFORE ^  AFTER
B15c. It Is important to keep financial 
records because:- It prevents the 
company selling products at a loss
% n • 339 (71)
% n ■ 339 (71)
C orr.C o  • .1490( 1273) P* .000 (P* .290) 
Moon • f  2493(9  4 90 7 ) /  2.1773(2 4099) 
Ol.Dov • .9930(1.1009) /  10017(1 0499)
B15b. It is important to keep financial 
records because:- It would be difficult 
to prepare a tax statement without them
% n • 33S (71)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 31.4 29.6 29.6 21.1 23.6 26.4 22 23.9
AFTER 34.6 36.2 24.3 16.6 22.6 32.4 18.6 16.9
WM BEFORE H I  AFTER
C orr.C o  • .1904(.1080) P» .000  (P* .100) 
Moan • 2 .3007(2 .4300) /  2 .2022 (2 .3099 ) 
8 l.0 a v  •  1.1410(1.1000) /  1.1194(1.1207)
B15d. It is important to keep financial 
records because:- 








M i BEFORE ^  AFTER
C orr.C o  • .1072( 1300) P» .004 (P* .240 ) 
Maan • 2 7701(7 49781 7 7 .7733(7  0479) 
A lb o v  • 1.1173(1.2031) /  1.0722(1.1000)
Bl6a Best Way to Learn how to Start a 
Business: Is to start the company and 
learn from your mistakes as you go along
% n* 339 (71)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 7.6 4.2 6.6 11.1 10 16.3 76 69.4
AFTER 10.7 7 6.6 6.6 13.3 11.3 70.1 76.1
BEFORE g H  AFTER
C orr.C o  • .2766(.2124) P- 000(P * .071) 
Moon •  3 .6426 (3 .60 0 0 ) /  3 .4290 (3 .6634 ) 
St.Dov • .9160 (.9 66 9 ) /  1.0036( 8901)
B16a Best Way to Learn to Start a 
Business: Is to pay for a short course 
in business management
% n- 338 (71)
AFTER
I BEFORE I AFTER
Corr.Co • .2799(.X1X4) P- ,000 (P - .076) 
Moan •  1.9009 (19991) /  19199(17997) 
St.Dov • .9739  (.9999 ) /  .9949(1.0X70)
B16b Best Way to Learn how to Start a 
Business: is to employ someone who has 
the necessary expertise
% n- 338 (71)
60 ----------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 13.2 16.7 20.2 19.4 64.8 60 11.7 13.9
AFTER 14.9 12.7 21 21 61.6 64.9 12.6 11.3
■ 1  BEFORE §^2 AFTER
Corr.C o  • .1130( 3460) P* 038(P * .003 )
Moan •2.6610(2.9111) /  2.9191(2.6479)
SI.Oov • .9631 (.9277) /  .8866( 8468)
B16d Best Way to Learn to Start a 
Business: Is to seek advice from a 
successful business person
% n- 339 (71)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 27.8 38.9 46.2 36.9 19.6 13.9 4.4 8.3
AFTER 23 26.8 4 f 6 62.1 19.6 19.7 6.4 1.4
BEFORE ^  AFTER
C orr.C o  •  .1838( 0801) P- ,001(P- .607) 
Moan • 2 .0069  (1.9197) /  2.1399(1.9977) 
SI.Oov • 9 09 9  (.9307 ) /  .9649( 7209)
B17a The best way to ensure your company 
produces good quality products is:- 
Design it so it can be made easily









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 16.3 11.1 12.9 13.9 21.2 22.2 60.6 62.8
AFTER 1S.3 H I  14 9.7 21.2 19.4 48.6 69.7
■ 1  BEFORE E H  AFTER
Corr.C o  • .1676(.3712) P* 000(P* .001)
Moon • 3 .0706  (3.1667) /  3 .0203(3 .2776)
St.Dov • 1.1161(1.0461) /  1.1311(1.0376)
B17c The best way to ensure your company 
produces good quality products is:- 
Qive a guarantee with each product sold
*  n- 337 (72) 
36 |---------------------
1st (1st) 2nd (2nd) 3rd (3rd) 4th
BEFORE 23.8 19.4 28.2 31.9 28.8 30.6 19.1
AFTER 20.6 16.3 29.7 30.6 26.7 31.9 23
H  BEFORE AFTER
C orr.C o  .2206( 3 24 7 ) P - ,000<P* .006) 
Moon • 2 .4324  (2 .4722) /  1.6203(2.6111) 
St.Dov •  1.0624(1.0066) I  1.0606(1.0006)
B17b The best way to ensure your company 
produces good quality products is:- 
Have a series of quality control checks





C orr.C o  1663(.0034) P* 000(P* .001) 
Moon • 2.0413 (2.1111) I  1.6660(2.0417) 
St.Dov • 1.0021(1.1077) /  .6766(1.0406)
B17d The best way to ensure your company 
produces good quality products is:- Qive 
courses so workers take ideas seriously
% n- 339 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 23.6 29.2 29 30.6 27.8 26.4 19.9 13.9
AFTER 21.7 33.3 26.4 33.3 29 26.4 20.9 6.9
I BEFORE I AFTER
C orr.C o  .2476(.3162) P- OOOtP* .007) 
Moon • 2 .4360  (2 .2600) /  2 .4666 (2 .0604 ) 
61 Dov • 1 0672(1.0312) /  1 06131 6364)
B18a If a product Is not selling well 
the best plan Is to:- Stop production 
and sell remaining stock at a cut price
% n- 330 (72)
1at dot) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 21.8 19.4 11.2 13.9 20.4 22.2 46.6 44.4
AFTER 21.6 16.1 11 13.9 18.3 19.4 49.1 48.6
BEFORE AFTER
C orr.C o  ■ 3 83 K .4 0 02 ) P- ,000(P - .000) 
Moan • 2.0174 (2.0107) /  2.0000(2.0061) 
Ot.Dav • 1.2037 (1.1710)/ 1.2100(1.2100)
B18c If a product Is not selling well 
the best plan is to:- Try to cut the 
cost of production
% n- 337 (72)
lot dot) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 28 26.4 37.2 44.4 24.2 22.2 10.6 6.9
AFTER 21.4 26.4 36.4 36.1 30.1 23.6 13 13.9
I BEFORE AFTER
C o rr.C o  • ,1007(.1046) P* ,066<P* .107) 
Moan • 2.1740 (2 .00 7 2) /  2 .3470(2 .2000) 
OI.Dov • .0600  ( .0 7 4 7 )/ .0680(1.0030)
B18b If a product Is not selling well 
the best plan Is to:- Try to sell the 
product in different markets
% n» 336 (72)
lot dot) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 34.6 38.9 33.6 26.4 23 22.2 8.8 12.6
AFTER 42.1 41.7 28.6 30.6 20.9 20.6 8.4 8.9
BEFORE I AFTER
C orr.C o  • .3466( 3846) P* 000 (P - .002) 
Moan • 2.0010 (2 .00 3 3 ) /  1.0604(1.0306) 
Ot.Dav • .0634  (1 .0602)/ .0043(.0643 )
B18d If a product is not selling well 
the best plan is to:- Pay more for 
advertising
n* 337 (72)
lot (lot) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 16.6 16.3 17.9 13.9 32.1 34.7 33.6 36.1
AFTER 16.1 13.9 24,7 19.4 30.8 36.1 29.4 30.6
■ 1  BEFORE AFTER
C orr.C o  • 1702(.2668) P« .00K P - .016) 
Moan • 2 .0266 (2.0107) /  2 .7442 (2 .0333 ) 
Ot.Dav • 1.0700 (1 .0602)/ 10407(1.0200)
B19a. If a bank lent your business some 
money they would:- 
Ask your parents to guarantee the loan
% n- 332 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 10.7 2.8 8.7 9.7 14.6 11.1 88.7 78.4
AFTER 13.1 4.2 7 11.1 14.2 13.9 85.7 70.8
■ i  BEFORE AFTER
C orr.C o  • .3164(-.0128) P* ,000<P* .314) 
Moon • 3 .4010  (3.3111) /  3 .3266(3.3138) 
SI.Oov • 1.0104 (.7732) /  1.0711( 3667)
B19c. If a bank lent your business some 
money they would:-Ask how much you would 
expect to make in the first year
% n* 332 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 10.1 12.6 60.1 40.3 30.1 38.9 9.8 8.3
AFTER 11.6 18.1 47.4 48.6 29.4 28.4 11.6 8.9
I BEFORE I AFTER
C orr.C o  • .1668( 0231) P* ,004 (P - .347) 
Moan •  2.3810 (2 .4306) /  2 .4038(2 .2222) 
St.Dov • .7863 (.8162) /  .8421( 6260)
B19b. If a bank lent your business some 
money they would:- Ask what you wanted ’ 









1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 80.4 82.6 19.9 20.8 16.1 12.6 3.6 4.2
AFTER 56.6 68.3 21.4 12.6 16.4 22.2 6.4 6.9
■ i  BEFORE §§§2 AFTER
Corr.Co • ,1773(.2271) P* ,001(P* .066) 
Moon • 1.6280 (1 .6633) /  1.7130(1.7778) 
SI.Oov • .6764 (.8681) /  .6471(1.0240)
B19d. If a bank lent your business some 
money they would:- Ask to see the last 
years set of accounts




■ 1  BEFORE ^  AFTER
(1st) 2nd (2nd) 3rd (3rd) 4th (4th)
22.2 24.6 29.2 38.8 37.6 18.2 11.1
19.4 24.1 27.8 41.3 37.6 18.3 16.3
% n* 334 (72)
Corr.Co • .0820( 2833) P* ,084 (P - .011) 
Moon • 2 .0 042 (2 .3700 ) /  2.6662(2.4661) 
St.Dov • 1.0871( 866 8 ) /  .8703( 8786)
B20a. It is important for a business to 
conduct research because:- It helps them 
produce an action plan
% n • 333 (72) 
60 |---------------------
1at (181) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 18.4 16.3 16.4 11.1 33.6 43.1 32.6 30.6
AFTER 18.4 23.6 14.3 9.7 33.2 30.6 34.1 36.1
BEFORE ^  AFTER
Corr.C o  • .1888(.3113) P* .001 (P* .008 ) 
Moan • 2 .8042 (2 .8888 ) /  2 .8308(2.7817) 
St.Dov • 1.0871(1.0148) /  1.0826(1.1741)
B20c. It is important for a company to 
conduct research becauseHt helps them 
to design product or services for public
% n • 333 (72)
1st (1st) 2nd (2nd) 3rd (3rd) 4th (4th)
BEFORE 36.9 41.7 32.4 30.6 16.7 16.7 14 11.1
AFTER 31.4 37.4 39.2 33.3 18.6 16.7 10.8 12.6
BEFORE ^  AFTER
Corr.Co • ,1654(.2027) P* .004  (P* .088 ) 
Moan • 1 .0774(1.8718) /  8 .0872(2.0417) 
St.Dov • 1.0482(1.0206) /  .8818(1.0268)
B20b. It Is Important for a business to 
conduct market research becauseHt help 
-s to advertise its products or services
BEFORE
AFTER
BEFORE ^  AFTER
C orr.C o  • .20861.3601) P* .000  (P* .00 3 ) 
Moan • 3 .0 446 (3 .0666 ) /  3 .0 437 (2 .8683 ) 
St.Dav • .8134(1.0732) /  .8706(1.0834)
B20d It is important for a co.to conduct 
mk. research becauseHt gives info, to 









M  BEFORE ^  AFTER
C orr.C o  •  .1822( 1078) P* .000  (P* .387)
Moan • 2 .0661(2 .0833) /  2 .0 3 60 (2 .20 83 )
St.Dov • 10710( 8606) /  1.07821 8183)
APPENDIX 7(a)
Example Transcripts of the Semi-Structured interviews 
Conducted with Students who had Participated in a
Mini-Enterprise
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SCHOOL * A* 1300 M ixed  C o m p reh en s ive  -  L o c a te d  in  a m a rk e t tow n  
Type o f  a c t i v i t y  -  Young E n t e r p r is e
D u r a t io n  -  2 h o u rs  a week f o r  n in e  m onths + s e v e r a l days  in  th e  
h o lid a y s  + e v e n in g s  t o  s e l l  th e  company p ro d u c ts .
S iz e  o f  company -  29 a t  f i r s t ,  d ropped  s l i g h t l y  th e n  ro s e  t o  3 0 .  
A c h ie v e rs  a l l  a t te n d e d  an i n i t i a l  m e e tin g  and th e n  d iv id e d  up by 
s e l f  s e le c t io n  in t o  t h r e e  c o m p a n ie s .
What did the company do?
The company made m ir r o r s  ( s t a n d s ) ,  la v e n d e r  b ag s , m agnet h o ld e r s  
f o r  messages on f r id g e s  e t c .  and th e n  te n d e re d  f o r  an c o n t r a c t  t o  
s u p p ly  program m es f o r  a  c h a r i t y  e v e n t .
What of the products did you like making best?
S : -  “The a d v e r t is in g  was fu n  b u t  I  d id  go o u t  and s e l l  th e  
a d v e r t is in g .  The m ir r o r s  w ere  good because th e  d e s ig n s  w ere  
g r e a t . “
E : -  “We w ro te  o u t  a l i s t  o f  a l l  th e  com panies in  *X* and th e n  some 
o f  us w en t round  in  th e  h o l id a y s  and t o ld  them  w h a t i t  was a l l  
a b o u t and showed th e n  a mock programme and showed them  w h ere  th e  
space  was and t o l d  them  a b o u t th e  p r ic e s  and th e n  w e n t back a 
c o u p le  o f  days  l a t e r  t o  s e e  i f  th e y  w ere  in t e r e s t e d ."
Did you make an appointment before you went?.
“No, j u s t  w a lk e d  i n . "
What was their reaction to you?
"Some o f  them  d id n ’ t  t h in k  we w ere  g e n u in e  because we lo o k e d  to o  
young, o th e r s  th o u g h t w e l l  t h e y ’ re  a t  sch o o l w e’ l l  h e lp  th e m ."
What about the manufacturing side of your business, where did the 
ideas come from?
M :-  “Some p e o p le  made them  up as we w ent a lo n g  b u t  we g o t  a  b i t  
f r u s t r a t e d  t r y i n g  t o  c u t  m ir r o r s  and th in g s .  We had a  few  
b re a k a g e s  in  th e  c u t t in g  b u t  we s c ra p e d  o u r way th r o u g h ."
Did anybody come up with an idea that was not made?
So all the ideas you came up with you made?
S a : -  “ In  th e  b e g in n in g  we a l l  s a t  round and th o u g h t o f  p ro d u c ts  and  
th o u g h t w o u ld n ’ t  i t  be good i f  we c o u ld  make t h i s  b u t . i t  was a  b i t  
e x t r a v a g a n t  and we r e a l i s e d  t h a t  we d id n ’ t  have th e  c a p a b i l i t i e s  so  
we w ere  a b i t  more m ore c a r e f u l .  B u t we made th e  program m e and  
some p o s te rs  and t i c k e t s .  A t  C h r is tm a s  we made l i t t l e  s to c k in g s  t o  
make some m oney."
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For the advertising you say you tendered for it. How did you come 
to win the contract? What did you have that the other companies 
didn’t?
K : -  "T h e re  was a m e e tin g  be tw een  th e  H ead m aster and th e  a d v is e r s  
and we came up w ith  th e  mock d e s ig n  o f  o u r  programme and th e  o t h e r  
tw o  com panies a ls o  came up w i t h  d e s ig n s  and o u rs  was j u s t  chosen  
as  th e  b e s t ,  th e  m ost s u i t e d  t o  th e  program m e.
It wasn’t done on price then?
A : -  " I  t h in k  we w ere  th e  c h e a p e s t ."
M : -  "Yes and we a ls o  s a id  we w ou ld  g iv e  35% o f  a l l  th e  p r o f i t  t o  a
c h a r i t y . "
So how did you come up with the winning bid, how did you decide how 
much it was going to cost you and how much money you were going to 
make on it?
L : -  "We d e c id e d  t h a t  th e y  w ou ld  be 50p  t o  s e l l  b u t  I  d o n ’ t  know
how much th e y  w ere  t o  m a k e ."
S : -  "W e ll we g o t  them  p r in t e d  q u i t e  c h e a p ly ,  I ’ m n o t  g o in g  t o  t e l l  
you how c h e a p ly , b u t i t  was n o t  much a t  a l l ,  w e l l  h a r d ly  a n y th in g  
a c t u a l l y ,  and t o  b e g in  w i t h  we th o u g h t i t  was g o in g  t o  c o s t  us  
a b o u t £ 4 6 .0 0  f o r  e v e r y t h in g ,  500  t i c k e t s ,  350  program m es and 50  
p o s te r s .  We th o u g h t i t  . . .  w e l l  we w e n t round and fo u n d  th e  
c h e a p e s t way o f  g e t t in g  i t  done and i t  was g o in g  t o  c o s t  us a b o u t  
£ 4 6 .0 0  so t h a t ’ s how much we c h a rg e d  th e  s c h o o l. We made money on 
a d v e r t is in g  and we a ls o  p u t  a d v e r t is in g  on th e  back o f  th e  t i c k e t s  
as w e l l .  B u t t h a t  caused  a  fe w  p ro b lem s  as w e l l . "
You have spoken a lot about this but what about the other products? 
Do you talk about this because it the most recent venture or 
because it made the most money?
“U n t i l  r e c e n t ly ,  when we s t a r t e d  th e  a d v e r t is in g  and program m es, we 
had made o n ly  47p  p r o f i t  . . .  i t s  t e r r i b l e  . . .  th e n  we came up w i th  
t h i s  and made q u i t e  a la r g e  p r o f i t  w h ic h  made a l o t  o f  money f o r  
us ."
Why only 4 7p?
E : -  " I  th in k  th e r e  was a b o u t £30  t h a t  w en t m is s in g  . . . .  I  d o n ’ t  
k n o w ."
Who was the accountant?
"A . was f o r  a w h i le  th e n  we changed a f t e r  C h r is tm a s . I  t h in k  we
s p e n t a  l o t  o f  la b o u r  on th in g s  t h a t  we d id n ’ t  s e l l  a t  much o f  a
p r o f i t .  We th o u g h t  t h a t  we w ere  g o in g  t o  c h a rg e  m ore f o r  th e
mi r r o r s .
92
“B u t we d id n ’ t  in  th e  e n d ”
What did you like least about it all?
T : -  “E verybody seemed t o  ta k e  an i n s t a n t  d i s l i k e  t o  th e  m ir r o r s "
Do you mean everybody in the workforce or literally everybody?
T " T h e  w o rk fo rc e , th e  p e o p le  who w e re  d e s ig n a te d  t o  make them .
We came up w ith  th e  d e s ig n s  and e v e ry b o d y  was a l l  e n t h u s ia s t ic  a t  
f i r s t  and th e n  when i t  g o t  down t o  p e o p le  g e t t in g  th e  m a t e r ia ls  and 
b r in g in g  them  in  on t im e  and t o  c u t  th e  wood and sand i t  and b re a k  
th e  m ir r o r s ,  t h e r e  w ere  a  l o t  o f  b re a k a g e s  t h e r e .  We had a  l o t  o f  
f r u s t r a t i o n  g e t t in g  th e  m ir r o r s  o n to  t h e  wooden s u r f a c e ,  we s to o p ed  
t o  c a r  body f i l l e r  a t  one p o in t ,  i t  was s u g g e s te d  by one o f  th e  
a d v is e r s ,  i t  f a i l e d  m is e ra b ly  so we w e n t back  t o  g lu e  and p a p e r .
I t  was j u s t  t h a t  we w ere  m aking them  a l l  th ro u g h o u t  th e  w h o le  y e a r  
and we g o t  s ic k  o f  th e  s ig h t  o f  m ir r o r s  o f  m aking  th em , o f  th e  
d e s ig n  o f  e v e r y t h in g ."
You are obviously selling them though
T : -  “We d id  a c t u a l l y  manage t o  s e l l  a l l  o f  them  I  t h in k "
A : -  “We d id n ’ t  make v e ry  many th o u g h "
So you didn*t like making the mirrors because they were repetitive?
M :-  “We a ls o  had p ro b lem s w ith  f i l i n g  down th e  wood we h ad , i t  was 
plyw ood and th e r e  w ere  a  l o t  o f  in s ta n c e s  w h ere  e v e r y t im e  you p u t  a  
f i l e  t o  i t ,  i t  s p l in t e r e d .  The p a in t in g  d id n ’ t  go to o  w e l l  e i t h e r  
t o  b e g in  w i t h . "
What about the running of the company?
S : -  "We s t a r t e d  by h a v in g  b o ard  m e e tin g s  e v e ry  week d id n ’ t  we?
Then p e o p le  w ould  j u s t  a r r i v e  and go t o  w h a t th e y  w e re  m aking  . . .  
f l u f f y  c r e a t u r e s ,  and we j u s t  had a m e e tin g  w e l l  . . .  n o t  as o f te n  
d id  we? We j u s t  had a m e e tin g  when we had so m e th in g  t o  s a y .
How did you run/control your company?
T : -  "A t f i r s t  i t  was a l l  d e m o c ra t ic ,  when e v e ry b o d y  e le c t e d  th e  
M anaging  D i r e c t o r  and th e  S e c r e ta r y  and down and down u n t i l  you  
j u s t  had th e  w ork fo r c e  and e v e ry b o d y  was h a p p y . Then i t  seemed 
t h a t  th e  management w ere  s tu c k  up in  one p la c e  d o in g  a  l o t  o f  w ork  
. . .  p ap erw o rk  and we w ere  in  a n o th e r  p la c e  m aking  th e s e  s tu p id  
m ir r o r s .  A n im o s ity  b u i l t  up because  we w ere  down h e re  s lo g g in g  
away on b i t s  o f  wood w h ich  w o u ld n ’ t  go r i g h t  and th e y  w e re  up th e r e  
and we d id n ’ t  know w h at th e y  w ere  d o in g . So t h a t  r e la t io n s h ip  
w asn ’ t  v e ry  good a t  f i r s t . "
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Poor communications between work force and management?
T : -  "No i t  was b o th  ways r e a l l y .
What about the finance, all the materials cost money where did the 
finance come from?
H : -  "We r a is e d  i t  f i r s t  by s e l l i n g  s h a re s  and t h a t  p a id  f o r  a  Y .E .  
box. we g o t  th e  A c h ie v e rs  handbooks and s t u f f .  We had a  lo a n  fro m  
th e  bank t o  pay f o r  th e  b o x , b u t  th e y  s a id  i f  we d id n ’ t  pay  i t  back  
i t  d i d n ' t  m a t t e r .  B u t I  d id n ’ t  w an t t o  b o rro w  fro m  th e  bank  
anyw ay. Then we s o ld  £ 9 3 .0 0  o f  s h a re s  and we used t h a t  t o  b u t  
s to c k  and we hoped t o  pay t h a t  money b a c k . I  d o n ’ t  t h in k  we e v e r  
w orked a t  a  lo s s ."
Did anyone make a business plan?
S i le n c e .
When the idea of the mirrors came up how did you decide to go ahead
with it, how did you decide that it would make money for you?
H : -  We w en t th ro u g h  th e  p ro s  and c o n s . We w orked  o u t  how much i t  
w ould  c o s t  . . .  ’ ca u s e  we made la v e n d e r  bags th e y  w ere  ch eap  t o  make 
w ith  o ld  b i t s  o f  m a t e r ia l  fro m  home and we g o t th e  la v e n d e r  cheap
. . .  w e l l  f r e e  a c t u a l l y  . . .  and a l l  we p a id  f o r  was th e  la c e .  W ith
th e  m ir r o r s ,  th e  wood was cheap to o  t h a t ' s  why we c o u ld n ' t  r e a l l y  
c o m p la in  a b o u t i t  s p l i t t i n g .  B u t i t s  j u s t  as w e l l  th e y  w e re  cheap  
because w i t h  w h a t we had t o  pay f o r  th e  p a in t ,  th e  m ir r o r s  and th e  
v a r n is h  we w ou ld  have  been m aking a lo s s ."
So you didn’t at any time have to go to the bank and get a loan?
No.
If you did have to go to the bank to get a loan do you think they 
would have given you one?
H : -  "No, I  t h in k  we w ou ld  have had t o  s e l l  more s h a r e s ."  I  d o n ' t  
t h in k  we c o u ld  have asked  f o r  a l o a n . ”
Why not?
H : -  "W e ll th e y  had g iv e n  us th e  £ 3 0 .0 0  lo a n , i t  was a  k in d  o f
g i f t ,  th e y  s a id ,  w e l l  have  i t  pay i t  back i f  you can i f  you c a n ' t ,
d o n ' t  w o rry  a b o u t i t .  And e v e ry o n e  th o u g h t i t  w ou ld  be b e t t e r  t o  
s e l l  more s h a re s  and have  le s s  n e t  p r o f i t  th a n  go and g e t  a  lo a n  
fro m  th e  b a n k ."
A : -  " I f  th e  m ir r o r s  had been a  r e a l  f l o p  we w ou ld  a t  l e a s t  h ave  had  
th e  f l u f f y  c r e a tu r e s  and th e  la v e n d e r  bags t o  f a l l  back  o n . We 
s o ld  a l l .  th e  la v e n d e r  bags we made and th e  f l u f f y  c r e a t u r e  we
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p o p u la r  t o o ."
D id  anyone f i n d  t h e y  w ere  b o re d  d u r in g  th e  Y .E .  e x p e r i e n c e /
A " T h e r e  w ere  tw o  o r  t h r e e  weeks when we came and d id  a b s o lu t e ly  
n o th in g  b u t  s i t  and c h a t  because  th e r e  d id n ’ t  seem t o  be a n y th in g  
t o  d o ."
What was th e  p o i n t  o f  a l l  t h e  e f f o r t , why d i d  yo u  g i v e  up t im e  t o  
t a k e  p a r t ?
T :~  “ I ’ l l  go f o r  i t .  We saw l a s t  y e a rs  company made some money 
o u t  o f  i t ,  so  t h a t  was one re a s o n  f o r  d o in g  i t y th e  th o u g h t  t h a t  we 
m ig h t make some m oney. B u t y o u 'v e  a lw a y s  g o t  p e o p le  t e l l i n g  you  
t h a t  i t  was good e x p e r ie n c e .  T h is  c e r t i f i c a t e  you g e t  a t  th e  end  
o f  i t  i s  w o rth  an 'O ' le v e l  b la  b la  b la .  T h e re  w ere  p e o p le  t e l l i n g  
you t h a t  i t  was a  good th in g  t o  d o . T h a t was one o f  th e  m ain  
f a c t o r s .
A : -  "We d id  i t  'c a u s e  i t  was fu n "
H : -  "Yes I  th o u g h t t h a t  . . .  m ost o f  th e  t im e " .
D id  you  make new f r i e n d s ?
A : -  "You m ix w it h  p e o p le  you d o n ' t  m ix w ith  a t  s c h o o l.  P ro b a b ly  
i t  was good e x p e r ie n c e  because you had to  g e t  on w i t h  p e o p le  you  
c o u ld n 't  s ta n d . You had t o  f o r g e t  a l l  a b o u t t h a t .  I t  was 
d i f f i c u l t  because you w ere  in  s ch o o l and you c o u ld n ' t  r e a l l y  say  
. . .  Your n o t w o rk in g  h a rd  . . .  because th e y  w ere y o u r f r i e n d s  in  
s c h o o l. I  t h in k  t h a t  was th e  w o rs t  b i t .
A : -  "My s i s t e r  had done i t  b e fo re  and she had t o ld  me a b o u t i t ,  
she t o l d  me a b o u t th e  exam , so I  th o u g h t w e ll  s h e 's  done i t ,  I  • 
m ig h t as  w e l l  do i t  as  w e l l . "
" I  th o u g h t i t  w ou ld  be i n t e r e s t in g  . . .  i t  was m ost o f  th e  t im e .  "
“You c o u ld  le a r n  new s k i l l s  l i k e  a c c o u n tin g , and i t s  j u s t  l i k e  
w o rk in g  on a p ro d u c t io n  team  and you can work o u t  w h e th e r  t h a t ’ s  
th e  r i g h t  k in d  o f  jo b  f o r  yo u . T h a t was w hat was good a b o u t  
a d v e r t is in g  i t  was r e a l l y  in t e r e s t in g  i t  g iv e s  you an i n s ig h t  in t o  
w hat th e  j o b 's  r e a l l y  l i k e  i f  y o u 'd  l i k e  t o  do i t . "
Js  t h i s  k in g  o f  e x p e r i e n c e , Y .E . , b e t t e r  th an  g o in g  on a  work  
e x p e r ie n c e ?
"When you a r e  in  y o u r own company you c a n ' t  r e l y  on anyone e ls e  b u t  . 
when you go t o  w ork  e x p e r ie n c e  i t s  o n ly  l i k e  a t a s t e  o f  a jo b  you 
d o n 't  a c t u a l l y  have  t o  do i t  p r o p e r ly . "
g e n e ra l a g reem en t
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How does Y .E . d i f f e r  to  the work you do in  school everyday?
M :-  "T h e re  was a  b e t t e r  w o rk in g  a tm o s p h e re , w e l l  some o f  us w e re  
n o t  s u b je c te d  t o  h a s s le  fro m  te a c h e r s .  We f e l t  r e a l l y  r e la x e d  in  
w h at we w ere  d o in g  and i t  h e lp e d  e n jo y  w ork a  l o t  m o re . I  t h in k  
m ost p e o p le  w ou ld  a g r e e ."
" I  t h in k  th e  a d v is e r s  fo u n d  i t  d i f f i c u l t  because  we w e re  in  s c h o o l 
and we w ere  based in  sch o o l and I  t h in k  th e y  fo u n d  i t  d i f f i c u l t  t o  
make us r e a l i s e  t h a t  we w e r e n 't  in  s ch o o l and th e y  w e re n ’ t  
t e a c h e r s ."
Who were the advisers?
“They came fro m  B r i t i s h  G as, I . B . M . ,  I . B . A .  and L lo y d s  B an k .
Each company had t h e i r  own a d v is e r s .  A t  f i r s t  th e y  w e re  g e n e ra l  
a d v is e r s  th e n  each  company had i t s  ow n."
How did you use these people?
H : -  " T h e y 'd  p u t  fo rw a rd  s u g g e s t io n s . They w ou ld  s a y  i f  w h a t you  
w ere  d o in g  was n o t  a good id e a  o r  i t  i s ,  o r  p e rh a p s  you o u g h t t o  
t h in k  a b o u t i t  a b i t  m o re , b u t th e y  n e v e r s a id  . . .  o r  condemned  
w h at you w ere  d o in g . L ik e  t h a t  Tee s h i r t  p r in t in g  . . .  th e y  n e v e r  
s a id  t h a t ' s  s tu p id  i t  w i l l  n e v e r  g e t  o f f  th e  g round  a lth o u g h  i t  
n e v e r  d i d . "
How did you decide that it would never get off the ground?
H : -  "We d id  some re s e a r c h  and fou n d  o u t t h a t  i t  w ou ld  be r e a l l y  
e x p e n s iv e  t o  do th e  dyes and th in g s  and we asked  p e o p le  a ro u n d  th e  
s ch o o l w h e th e r  t h e y 'd  be in t e r e s t e d  and th e y  d i d n ' t  seem v e r y  
e n t h u s ia s t ic  a b o u t i t . "
Is there any similar experience to Y.,E. going on in school that you 
know about?
A : -  " I  d o n ' t  t h in k  s o , th e y  do i t  a t  'X *  s ix t h  fo rm  c o l le g e  as  
p a r t  o f  t h e i r  fo u n d a t io n  s t u d ie s ,  i t s  th e  same Y .E .  scheme b u t  i t s  
done in  c o l le g e  t im e  as  w e l l  as  a f t e r  c o l le g e ."
"B u s in e s s  and In fo r m a t io n  s tu d ie s  i s n ’ t  r e a l l y  l i k e  i t "
"W hat a b o u t th e  o th e r  one?"
“No t h a t ’ s n o t  l i k e  i t "
" I  t h in k  th e  t im e  i s  w ro n g . I  t h in k  n p x t y e a r  i t  o u g h t t o  s t a r t  in
th e  f o u r t h  y e a r .  I  know I  had a l o t  o f  t im e  o f f  b ecau se  I  was i l l ,
b u t some p e o p le  fo u n d  t h a t  th e  c o u rs e  w ork was g e t t in g  on to p  o f
them  and th e y  s to p p e d  co m in g . W hich is  h a r d ly  s u r p r is in g .  P e rh a p s
i f  i t  was ru n  fro m  th e  f o u r t h  y e a r  u n t i l  C h r is tm a s  and th e n  s to p p e d  
so p e o p le  c o u ld  j u s t  spend t h e i r  t im e  on t h e i r  sc h o o l w o rk  in s te a d  
o f  w o r ry in g  a b o u t p r e s e n ta t io n s  and t h a t . "
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"Yes we w ould  h ave  had b e t t e r  a t te n d a n c e  i t  r e a l l y  w e n t down a  l o t  
d u r in g  mock exams as  p e o p le  w ere  r e v is in g .  I  was p e rs o n n e l so  I  
knew q u i t e  w e l l . "
Did you have enough people still to run the company?
"We had t o  c a n c e l q u i t e  a  fe w ."
" I t  was a w a s te  o f  t im e  com ing because th e r e  w asn ’ t  enough p e o p le  
t o  do a n y th in g .  Those who d id  come had to  be d ra g g e d  a lo n g  b ecau se  
th e y  w e re n ’ t  m o t iv a te d  t o  do a n y th in g .  Because th e y  w e re  t h in k in g  
I ’ ve  g o t 11 t h i s  r e v is io n  t o  do when I  g e t  home.
Were there any teachers involved?
"D r . X" (H e a d m a s te r) and M r. * Y * .
What did they do?
“M r. ’ Y ’ was a c r a f t  t e a c h e r "
Was his role any different to any of the other advisers?
T : -  "He w asn ’ t  t h e r e  t o  a d v is e  as su ch , he was t h e r e  t o  a d v is e  on 
m a t e r ia ls  and t o  h e lp  w i t h  th e  f a c i l i t i e s  w h ich  we c o u ld  u s e . He 
was j u s t  a lw a y s  t h e r e  i f  you needed h im . He d id n ’ t  e x a c t ly  a d v is e  
you.
Did you feel any different about him because he was a teacher?
"The o th e r  g ro u p  w i t h  D r .  X as a d v is e r  had to o  much p re s s u re  p u t  on  
them in  g e t t in g  o u t  t h e i r  r e p o r ts  and t h a t .  He came in t o  one o f  
t h e i r  le s s o n s  and s t a r t e d  s h o u tin g  a t  them  because  th e y  h a d n 't  g o t  
some th in g s  in  t o  be p r i n t e d .  And i f  someone i s  in  fro m  t h e  a r e a  
board  h e ’ d g la r e  a t  them  t o  make s u re  t h a t  th e  p e o p le  th o u g h t  t h a t  
e v e r y th in g  was w o n d e r fu l .  The M .D . w ould  be t r y i n g  t o  ru n  
e v e r y th in g  and she m ig h t  s a y  r i g h t  l e t s  s t a r t  t o  w ork  and h e 'd  s a y .  
. . .  J u s t  a m in u te  d o n ' t  you t h in k  we o u g h t to  do t h i s  o r  t h a t . . .
He d id n ’ t  a d v is e ,  he t o l d .  I  t h in k  some o f  th e  o t h e r  a d v is e r s  w e re  
annoyed . I  t h in k  he was g iv in g  th e  o th e r  a d v is e r s  some p re s s u re  
t o . "
Do you all feel then that you would get more out of this experience 
if you were left to make your own mistakes, rather than being 
prevented from making mistakes?
I  t h in k  i s  good, t o  h ave  somebody th e r e  so i f  you a r e  d e s p e r a te  
and do need t o  t a l k  t o  someone you can go and s e e  them  and s a y  w h a t  
do we do? B u t I  t h in k  we c o u ld  have done w ith o u t  D r .  * X ' . “
What about other teachers?
“ M r. 'Y '  was a l  r i g h t ' b ecau se  he was s u p e rv is in g  w i t h  th e  t o o ls  and
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t h a t ,  w h at you w anted  b u t  I  t h in k  i f  t h e r e  had been any o th e r  
t e a c h e r  in  t h e r e  i t  w ou ld  have been o f f  p u t t in g .  B ecause you w ere  
on f i r s t  name te rm s  w ith  th e  o th e r  a d v is e r s  and you lo o k e d  on th e n  
as  y o u r f r i e n d s  r a t h e r  th a n  someone you had t o  c a l l  M r. * Z ’ . And 
you c o u ld  r in g  up a t  home i f  you r e a l l y  had t o  g e t  a  r e p o r t  
f in is h e d  o r  s o m e th in g ."
Were there any real problems you faced as a group that you hadn’t 
previously met at school or perhaps, anywhere else?
A : -  ** I t  was m a in ly  c o m m u n ic a tio n . You c o u ld n ’ t  do i t  on y o u r  own
you had t o  . . . . .
M : -  “ I  t h in k  p e o p le  s p l i t  up in  t h e i r  own f r a c t io n s  t o  s t a r t  o f f  
w ith  and w ould  o n ly  go w i t h  t h e i r  f r i e n d s .  T h a t was th e  m ain  
p ro b lem  and th e y  w o u ld n ’ t  le a v e .  In  th e  end we had g ro u p s  o f  
f r i e n d s  d o in g  d i f f e r e n t  t h in g s .  A f t e r  t h a t  i t  seemed t o  sm ooth  
o u t . "
How.were the groups formed?
“ I  c a n ’ t  rem em ber. We a l l  m et in  a room and th e n  th e y  s a id  . . .  
T h e re  w ere  g o in g  t o  be tw o  com pan ies some o f  you go up s t a i r s  and  
some d o w n s ta irs  . . .  So you had t o  d e c id e  w h e th e r  you w ere  g o in g  
u p s t a i r s  o r  d o w n s ta irs .  The f o l lo w in g  week c e r t a i n  p e o p le  had t o  
say  I ’ l l  go and h e lp  w i t h  t h a t  company because c o n s id e r a b ly  m ore  
p e o p le  tu rn e d  u p . B u t th e n  i t  was l i k e  groups o f  f r i e n d s . "
So most of you were friends to start with?
" I t  was j u s t  g roups o f  f r i e n d s . "
Any more problems that you had to face up to during Y.E.?
"The a d v e r t is in g ,  i t  was fu n  t o  s t a r t  w i t h ,  b u t i t  has c e r t a i n l y  
h a rd  w o rk , I  d id n ’ t  r e a l i s e  i t  was g o in g  t o  be t h a t  bad because  
we had t o  go to  p la c e s  a f t e r  s ch o o l and th e y 'd  s a y  can  you c a l l  
back n e x t  week i t  j u s t  g o t  to o  much a f t e r  a w h i le .  I  was r e a l l y  
g la d  when i t  was a l l  o v e r ."
“T h e re  was one t im e  in  a shop when we e x p la in e d  t h a t  we w ere  
g iv in g  30% o f  th e  p r o f i t  t o  c h a r i t y .  She c o u ld n ' t  u n d e rs ta n d  why 
we c o u ld n ’ t  g iv e  100%. We e x p la in e d  i t  was f o r  o u r  b u s in e s s  and  
t h a t  we w ere  t r y in g  t o  g e t  p r o f i t s ,  she d id n ’ t  seem to  
u n d e r s ta n d ."
"She g o t  q u i t e  u p s e t a c t u a l l y  because she k e p t on g o in g  on a t  u s . 
I t  was o b v io u s  t h a t  she d id n ’ t  w an t t o  h e lp  and she k e p t  on g o in g  
on a t  us d id n ’ t  s h e . ( lo o k in g  a t  o t h e r s ) "
"The shops d i d n ' t  seem t o  ta k e  much n o t ic e  t h a t  you had o th e r  
th in g s  t o  d o , j u s t  e x p e c t in g  you t o  be a v a i la b le  t o  come back  f o r  
th e m ."
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Is that a problem you think that you would have to face if you 
were doing the job full time?
MNo I  t h in k  you say w e l l  I  can  come back th e n , b u t  n e v e r  a g a in  
and th e y  w o u ld  have t o  have  made up t h e i r  m ind by th e n .  B u t 
b ecause  t h e r e  w e r e n 't  t h a t  many b u s in e s s e s  in  'X '  we had t o  yes  
o .k  b ecause  we needed th e m .”
“Som etim es you made an a p p o in tm e n t w i th  th e m ."
What about you, did you have any problems that you can recall?
“O n ly  th e  p r e s e n t a t io n ,  I  d o n ’ t  t h in k  I  w ou ld  e v e r  g e t  in v o lv e d  
in  a n y th in g  l i k e ,  t h a t  n o t  i f  I  c o u ld  g e t  o u t  o f  i t . “
“ I t  was q u i t e  fu n  r e a l l y ,  b u t  we had t o  come in  on Sunday and one  
o f  th e  a d v is e r s  r e a l l y  l e t  us down and o n ly  tu rn e d  up f o r  one  
r e h e a r s a l  so we w ere  t r y in g  t o  g e t  s o m e th in g  down on p a p e r  and
o rg a n is e d  ge.t us lo o k in g  s m a rt and make s u re  we w e re  t h e r e  on
t im e ,  i t  was q u i t e  d i f f i c u l t  r e a l l y .  And t r y in g  t o  t h in k  w h a t to  
say in  f r o n t  o f  th e s e  p e o p le ."
How long did you have to speak for?
"Two m in u te s  each  b u t t h a t  was when we o n ly  had 4 7p  p r o f i t .  T h a t
was r e a l l y  e m b a rra s s in g  t r y i n g  t o  g e t  a ro u n d  t h a t  and t r y i n g  t o  
e x p la in  . . .  we had a copy o f  w h a t we w ere  d o in g  ( t h e  program m e) 
and th e  p e o p le  we w ere  t a l k i n g  t o ,  to o k  an i n t e r e s t  in  t h a t  so  we 
c o u ld  s o r t  o f  s k ip  o v e r  i t . "
"We d id  e x p la in  t h a t  a l l  o u t  money was t i e d  up in  s to c k "
"A n o th e r  p ro b le m  we had was s e l l i n g .  We had v e r y  fe w  p la c e s  t o  
s e l l ,  t o  p a re n ts  and f r i e n d s .  We had a  fe w  p a r e n ts  e v e n in g s  and  
we s o ld  a t  a  c r a f t  f a i r .  We d i d n ' t  s a le  much a t  p r e s e n t a t io n  
e v e n in g  because th e  s a le s  m anager d i d n ' t  tu r n  u p ."
"The p e o p le  who w ent t o  th e  c r a f t  f a i r ,  t h a t  was an a f te r n o o n  
th e y  had t o  g e t  t r a n s p o r t  t h e r e  and back a g a in .  I  d i d n ' t  r e a l i s e  
t h e r e  was so much in v o lv e d .  I  j u s t  th o u g h t  t h a t  t h e r e  w o u ld  be 
tw o h o u rs  a week on a  Tuesday and t h a t  was i t .  You c o u ld  come 
home and f o r g e t  a b o u t i t  b u t i t  w a s n 't ,  n o t  in  th e  s l i g h t e s t . "
So in that sense it was very different from school?
"We c o u ld n ’ t  s e l l  o u r  p ro d u c t in  th e  s h o p s ."
Why not?
"W e ll we g o t  th e  id e a  fro m  *Y* (A  book and g i f t  shop  in  th e  to w n )  
and we th o u g h t  t h a t  th e s e  w ere  an in c r e d ib le  r i p  o f f  so  we 
th o u g h t  w e 'd  make them  so we c o u ld n ' t  v e ry  w e l l  a s k  them  t o  s e l l  
them  f o r  us and th e r e  w a s n 't  anyw here e ls e .  W ith  th e  f l u f f y  
c r e a t u r e s ,  we made them  o v e r  a lo n g  p e r io d  o f  t im e  so  t h e r e
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w asn’ t  enough t o  s to c k  a shop w ith .* *
“ I t  w ould  have been b e t t e r  i f  we c o u ld  have g o t  th e  m a t e r ia ls  f o r  
th e  f l u f f y  c r e a tu r e s  cheap  . . .  a t  a  w h o le s a le  p r i c e .  We g o t  i t
fro m  John Lew is  a t  £ 1 .5 0  a  bag and we had t o  s e l l  th e  f l u f f y
c r e a tu r e s  a t  50p t o  make a  p r o f i t . "
"Because we a re  a t  sch o o l i f  we have  p ro b le m s  a t  Y .E .  i t  comes 
in t o  sch o o l and th e r e  c o u ld  be some b i t c h in e s s  o r  c a t in e s s ."
What between the groups?
"No betw een p e o p le  in  th e  same company i f  so m e th in g  goes wrong in  
th e  company and you s t i 11 go on them  a t  sc h o o l as  w e l1 ."
" I t  was . . .  i f  so m eth in g  had gone wrong i f  i t  was a  b u s in e s s  
y o u ’ d have t o  say  . . .  s h o u t a t  th e  p e rs o n  . . .  o r  say  n o t  any
in d iv id u a l  . . .  y o u ’ d have t o  e x p la in ,  n o t  say  ahh you . . . . "
( t a i l e d  o f f )
"When you g o t back a t  s c h o o l i t  w ou ld  have  been j u s t  h e l l  i f  
y o u ’ d c a r r ie d  on l i k e  t h a t  a l l  th e  t im e ,  o r  when you had  
so m eth in g  n o t  made r i g h t  o r  someone n o t  t u r n in g  up on t im e ."
Did you learn something about your relationships with other 
people from what you were doing?
"You c a n ’ t  c h a s t is e  p e o p le  and say  . . .  S o r ry  y o u ’ r e  n o t  d o in g  
t h i s  r i g h t  . . .  Because th e y  can  e x c e p t  t h a t  on th e  B oard  you 
have a u t h o r i t y  o v e r  them , l i k e  i f  you w ere  in  a w ork  s i t u a t io n  
th e y  c o u ld  a p p r e c ia te  t h a t  you w e re  t h e i r  boss and th e y  had t o  do  
w hat you s a y . I  t h in k  i t  w o u ld  be b e t t e r  i f  you c o u ld  g e t  p e o p le  
fro m  a d i f f e r e n t  s ch o o l . . .  t h a t  w ou ld  be a c o m p le te ly  
d i f f e r e n t  s i t u a t i o n .  I  am n o t  s a y in g  i t  d id n ’ t  w o rk , i t  was 
good, b u t i t  w ould  have b e t t e r  s a y  w i th  p e o p le  I  h a d n 't  known a l l  
th e  t im e  I ’ d been h e r e ."
How did you allocate the roles within the company?
"Somebody was n o m in a ted  th e n  seconded  th e n  i f  you had tw o p e o p le  
w e’ d have a v o t e ."
How did you all make your decision to vote for that person or 
someone different?
"We v o te d  f o r  o u r  f r i e n d s . "
And did that work?
"W e ll som etim es i t  d id .  B u t I  was s e c r e ta r y  and I  had an  
argum ent w ith  someone d u r in g  th e  day and th e y  s a id  a woman o u g h t  
t o  be s e c r e t a r y .  I  s a id  t h a t  was c h a u v in is t ic  so when i t  came t o  
i t  th e y  s a id  say she g o in g  t o  be s e c r e t a r y  and I  s a id  w h a t. They  
s a id  yes go o n , and e v e ry b o d y  v o te d  f o r  me and I  became
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s e c r e t a r y . "
“A ls o  we lo o ked  a t  p e o p le  who w ere  good a t  t h a t  s u b je c t  in  schoo l 
. . .  l i k e  we v o te d  f o r  A . f o r  a c c o u n ta n t  b ecau se  s h e 's  good a t  
m aths and S . does b u s in e s s  co m m u n ica tio n s  and s h e 's  good a t  t h a t  
s u b je c t  so she became s e c r e ta r y .* *
The boys seem to have been e7 iminated from office. Did any of 
you hold any of the senior positions?
“They d id  ( la u g h t e r ) "
T : -  I  was p ro d u c t io n  m anager f o r  h a l f  a y e a r  th e n  I  was a  s la v e .  
I  t h in k  th e r e  w ere  a b o u t tw e n ty  fe m a le s  and s ix  m a les  o r  
s o m eth in g  . . .  we w ere  o u tn u m b e re d ."
H : -  " T h e r e 's  a lw a y s  been an in b a la n c e  in  th e  com pany."
Has.that been a problem?
"No n o t  r e a l l y . "
What would you like to do when you leave school?
C om puting o r  E n g in e e r in g  
V e t e r in a r y  C o lle g e
C o lle g e  and th e n  a G ra p h ic s  D e s ig n e r  
C o lle g e  and a f t e r  t h a t  no id e a
I  have a p la c e  o f  a  Y .T .S .  t o  w ork in  a m e d ic a l s ch o o l
C o lle g e  th e n  I  d o n 't  know
C o lle g e  th e n  w h at e v e r  happens
C o lle g e  U n iv e r s i t y  th e n  to  s tu d y  Law
C o lle g e  and I  d o n 't  know
C o lle g e  t o  s tu d y  la n g u ag es  th e n  I 'm  n o t  s u re  
C o lle g e  th e n  som eth ing  l i k e  a B u i ld in g  S o c ie ty  
C o lle g e  th e n  u n iv e r s i t y  o r  p o ly te c h n ic
Has the Y.E. Experience helped any of you to decide what you want 
to be or in any other way?
T : -  I ' d  a lr e a d y  d e c id e d  b u t maybe i t ' s  shown me w h a t t o  lo o k  o u t  
f o r  i f  I  w ent in t o  in d u s t r y  because  maybe i t  was good e x p e r ie n c e  
. . .  I ' v e  le a r n t  s o m e th in g ."
1 0 1
" I t s  made me m ore aw are  o f  th e  m a n a g e r ia l s id e  o f  t h in g s .  W hat 
th e y  have g o t  t o  do th e  r e s p o n s i b i l i t i e s  b u t  i t  d id n ’ t  h e lp  w i th  
my c a r e e r  in  any w a y ."
" I t s  h e lp e d  me le a r n  more a b o u t w hat goes on in  a company and how 
t o  w ork w ith  p e o p le y how t o  g e t  on w ith  th e m ."
“ I ’ m s u re  I ’ v e  l e a r n t  s o m e th in g , I ’ ve done d i f f e r e n t  t h in g s .  I f  
I  h a d n ’ t  done Y .E .  I  w o u ld n ’ t  have done th em . I  t h in k  I ’ ve  
l e a r n t  lo t s  o f  t h in g s  because i t s  n o t l i k e  a b u s in e s s , a  company 
l i k e  I . B . M . ,  b u t  I  t h in k  i t  h e lp e d  me t o  d e c id e  I ’ d l i k e  t o  go  
i n t o  company la w ."
" I  t h in k  i t  h e lp e d  me t o  see  t h a t  I  c o u ld  h o ld  a  v a r i e t y  o f  jo b s  
b u t n o t  be above any o th e r  p e o p le  . . .  l i k e  th e  same as  me. I  can  
do th e  jo b ,  b u t  I  w o u ld n ’ t  w an t a M anaging d i r e c t o r  o v e r  me and a  
w o rk fo rc e  u n d e r me. I  c o u ld n ’ t  do t h a t .  B ecause I ’ d be t r y i n g  
t o  keep  on th e  r i g h t  s id e  o f  th e  M anaging D i r e c t o r  and t r y i n g  t o  
keep on th e  r i g h t  s id e  o f  th e  w ork f o r c e .  I ’ m n o t  c u t  o u t  f o r  
t h a t . “
" I t  h a s n ’ t  r e a l l y  h e lp e d  me d e c id e  b u t i t s  ta u g h t  me a l o t  a b o u t  
w o rk in g  r e l a t i o n s h i p s . ”
“ I ’ ve  l e a r n t  lo t s  o f  th in g s  a b o u t a c c o u n ts  t h a t  I  d id n ’ t  know and  
w h at I  l e a r n t  I  d id n ’ t  l i k e . "
"Y e s , I  w orked  in  a c c o u n ts , b u t I  w ent away fro m  t h e r e  b ecau se  I  
d id n ’ t  l i k e  i t  p a r t i c u l a r l y . I  l e a r n t  a l o t  a b o u t a d v e r t is in g  
b u t i t  was h a rd  w o rk ."
" I t  ta u g h t  me t h a t  t h e r e ’ s a  l o t  more in v o lv e d  w i th  t h a t  s o r t  o f  
jo b s  th a n  I  th o u g h t  th e r e  w a s ."







" I ’ v e  a lr e a d y  done t h a t "
Can you explain?
"We washed c a r s ."
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Can I ask you about the reaction of your parents, both initial ly 
and now the things are winding up.
“ I n t e r e s t  a t  f i r s t  when I  asked  them  t o  buy some s h a re s  th e n  
a g a in  when th e y  g o t  some money back on t h e i r  s h a r e s ."
Did they make a profit then?
"Yes 20%, 5p p e r  s h a r e ."
" I n t e r e s t  a t  f i r s t ,  th e y  th o u g h t i t  m ig h t g e t  me o u t  o f  th e  
h o u se. I  t h in k  th e y  w ere  q u i t e  in t e r e s t e d  a t  f i r s t  b u t i t  was a 
b i t  o f  a d ra g  h a v in g  t o  d r iv e  me back and fo r w a r d s . W ith  th e  
s h a re s  th e y  th o u g h t t h a t  th e y  w ou ld  g e t  some money b a c k . D u r in g  
th e  y e a r  th e y  d i d n ' t  say  a n y th in g  a b o u t i t .  Then when I  b ro u g h t  
th e  money home t h e i r  e y e s  a l l  b r ig h te n e d  up t h a t ' s  a l l  th e y  
th o u g h t a b o u t r e a l l y . "
"They w ere in t e r e s t e d  in  th e  s h a re s  th e n  th e y  showed no i n t e r e s t  
a t  a l l .  The same r e a c t io n  when I  b ro u g h t th e  money home. I  
t h in k  th e y  c h e e re d  them  s e lv e s  up a b i t . "
"Same r e a l l y  e x c e p t  my Mum k e p t  on a s k in g  me, how a r e  you g e t t in g  
on w ith  th e  p r o f i t ,  she a lw a y s  w an ted  t o  know how h e r  s h a re s  w e re  
g o in g . She k e p t  on s a y in g ,  I  t h in k  th e r e  s h o u ld  be a m e e tin g  o f  
th e  s h a re  h o ld e r s .  And I  s a id ,  Y o u ' l l  have one w o n 't  you? She 
was j u s t  s a y in g  t h a t  b u t  she was q u i t e  in t e r e s t e d  in  th e  s h a re  
s id e  o f  i t . "
"They w ere  q u i t e  in t e r e s t e d  b u t  when th e y  asked  w h a t I ' d  been  
d o in g  and I  t o ld  them  th e y  d i d n ' t  u n d e rs ta n d  a word I  was s a y in g .  
B u t th e y  were* v e ry  s u p p o r t iv e .  They ra n  me a ro u n d  when I  w an ted  
t o  go back and fo r w a r d s .  I  t h in k  th e y  th o u g h t i t  was good , 
because th e y  th o u g h t I  o u g h t t o  have e x p e r ie n c e  a b o u t t h in g s  l i k e  
t h a t ,  and th e y  th o u g h t  th e  exam was g o o d .’*
“My Dad was in t e r e s t e d  enough t o  by some s h a re s , my Mum was 
in t e r e s t e d  and urn i t  was o . k .  u n t i l  e v e ry  n ig h t  i t  was . . I ' v e  
j u s t  g o t t o  r in g  Lez o r  so m eth in g  and i t  was . . .  N o t a n o th e r  
phone c a l l . . .  I  t h in k  th e y  g o t  c o m p le te ly  fe d  up w ith  i t ,  me 
h a v in g  t o  be ru n  a ro u n d  and p e rh a p s  i f  I ' d  have l i v e d  in  *X * and  
c o u ld  have w a lk e d  h e r e .  I t  was j u s t  I  was b r in g in g  i t  home w it h  
me r a t h e r  th a n  p e rh a p s  j u s t  le a v in g  i t  h e re  and I  was j u s t  g o in g  
on a b o u t i t  a l l  th e  t im e  p a n ic in g  a b o u t g e t t in g  th in g s  d o n e ."
"They w ere in t e r e s t e d  a l l  th e  way th ro u g h  r e a l l y  b u t  I  was n o t  
to o  s u re  t h a t  Mum was c o n f id e n t  t h a t  she was g o in g  t o  g e t  h e r  
s h a re  money b a c k . She was q u i t e  p le a s e d  t o . "
"They j u s t  d id  w h a t I  t o ld  th e m ."
"My Mum and Dad f o r g o t  a l l  a b o u t th e  s h a re s  r e a l l y .  They w e re  
q u i t e  s u r p r is e d .  I  d i d n ' t  have much c o n fid e n c e  t h a t  th e y  w o u ld
103
g e t  t h e i r  s h a re  money back.**
“ I  d id n ’ t  l i k e  b e in g  o u t  e v e ry  Wednesday n ig h t . "
"They seemed t o  be q u i t e  in t e r e s t e d  r e a l l y  b u t  my Dad o n ly  seemed  
t o  in t e r e s t e d  in  h is  money and how i t  was g o in g . E v e ry  week i t  
was . . .  How much money have you made? . . .  I t  r e a l l y  g o t  on my 
n e rv e s , I  f e l t  l i k e  s t r a n g l in g  h im ."
" I  t h in k  th e y  w ere  e x p e c t in g  t o  g e t  a b o u t £ 5 .0 0  r a t h e r  t h a n . . . . "
" I  g o t  home and s a id  . . .  I ’ ve  g o t y o u r s h a re  money . . .  and i t  was 
. . .  How much e x t r a , you know how much have we g o t  th e n ?  . . .  I  
s a id  5p on e a c h  s h a r e , i t  w orked o u t  a t  a b o u t £ 1 .5 0 .  I ’ m s u re  
th e y  e x p e c te d  t o  g e t  s o m eth in g  l i k e  £ 1 5 .0 0 ."
"Y e s , my Dad s a id  how much does t h a t  w ork o u t  t o  p e r  s h a r e .  He 
s a id  y e s , t h a t  a  20% d iv id e n d ,  you d id  j o l l y  w e l l ! "
" T h a t was th e  m ost we w ere  a llo w e d  w asn ’ t  i t ? "
"Yes we w e re n ’ t  a llo w e d  t o  t o  g iv e  them  any m o re . And we had  
wages w h ich  ra n g e d  fro m  p e o p le  g e t t in g  a b o u t £ 3 .0 0 ,  d i d n ' t  i t  up 
to  a b o u t £ 4 .0 0  and th e n  i t  was £ 2 .8 0  f o r  e v e ry b o d y  as  a  bonus.
Was i t  £ 2 .0 0 ?  "
Did you have to pay any tax?
“Y e s , c o r p o r a t io n  ta x  and V .A .T ."
" I  t h in k  we o u g h t t o  do as one o f  th e  o th e r  co m p an ies  d id  and
t h a t  was t h a t  managem ent g o t  a b i t  e x t r a . "
“ I t  s h o u ld  be w orked  o u t  on a t te n d a n c e ."
“We d id ,  wages w ere  w orked o u t  on a t te n d a n c e . You g o t  a  
c e r t i f i c a t e  f o r  80% a t te n d a n c e ."
Is there anything that you could think of that would make it 
better?
“ I t  s h o u ld  be done a t  a d i f f e r e n t  t im e , ’ cause t h e r e  was t o  much. 
P erh ap s  n o t  when i t  was 'O ' le v e l  and C .S .E . b u t  w i t h  G .C .S .E .  we 
r e a l l y  had t o  p a n ic ,  w e l l  n o t p a n ic  b u t r e v is e  and th e n  a l l  th e  
c o u rs e  w ork  had t o  be in  by E a s te r .  And I  was i l l ,  I  had s ix  and
a h a l f  weeks o f f  th e n  i t  was e v e r y th in g  a l l  in  one g o ."
What about doing it in school time, as part of the curriculum?
“No, t h a t  w o u ld  make i t  to o  much l i k e  s c h o o l, and I  d o n ' t  t h in k
 th e  a d v is e r s  w ere  s a y in g  t h a t  we d o n ’ t  l i k e  th e  f a c t  t h a t  i t s
h e ld  in  s c h o o l b u t  t h e r e  i s  n o th in g  we can do a b o u t i t  b ecau se  we 
o n ly  pay s o m e th in g  l i k e  30p  an ho u r f o r  i t . "
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" I  t h in k  th e  t h in k  t h a t  made i t  d i f f e r e n t  t h i s  y e a r  was t h a t  
b e fo re  p e o p le  s a id  l i k e  s t r a i g h t  a f t e r  schoo l and th e  a d v is e r s  
came a lo n g  a b o u t 5 o ’ c lo c k  and i t  ra n  u n t i l  7 .0 0  p .m . B u t w i t h
th e  new s c h o o l day we c o u ld n ' t  do t h a t  because we c o u ld n ' t  hang
around  u n t i l  5 o 'c lo c k  when th e  a d v is e r s  c o u ld  g e t  h e re  so  t h a t  
made i t  a b i t  d i f f e r e n t .  I  t h in k  i t  w ould have been b e t t e r  w i t h  
th e  o ld  s c h o o l day and we c o u ld  have been home a t  7 .0 0  p .m . and  
i t  w o u ld n 't  h ave  m a t t e r e d .”
So when do you start now? t
" F i r s t  we s t a r t e d  7 .0 0  u n t i l  9 .0 0  p .m .,  th e n  we fo u n d  o u r  p a r e n ts  
coming t o  c o l l e c t  us w ere  c a tc h in g  th e  e v e n in g  c la s s e s  g o in g  o u t  
so we had t o  change o u r  t im e s  fro m  6 .4 5  u n t i l  8 .4 5  p .m . w h ic h  
m eant we w ere  a l l  d is a p p e a re d  and gone by th e  t im e  th e  e v e n in g  
c la s s e s  came o u t . "
"M ost p e o p le  n e v e r  tu r n e d  up f o r  7 .0 0  p.m . anyw ay, and i f  y o u 'r e
h an g in g  a ro u n d  . . .  i t  d i d n ' t  do a l o t  o f  good ."
"W hich m eant g e t t in g  home f o r  3 .0 0  -  3 .3 0  p .m . th e n  we had a  fe w  
ho u rs  a t  home w h ich  was j u s t  enough t im e  to  have t e a  and g e t  
changed and th e n  g e t  a l i f t  back h e re  you know ."
" I t  m ig h t be good t o  m ix w i th  p e o p le  you do n ’ t  know l i k e  fro m  
d i f f e  r e n t  s c h o o Is ."
" I  wonder w h a t i t  w ou ld  be l i k e  i f  i t  was 'Y '  (A  r i v a l  s c h o o l)  
and *X ’ ( t h e  s c h o o l b e in g  q u e s t io n e d )?  And m et som ewhere in  th e  
town n o t in  a s c h o o l,  l e t  say  somewhere l i k e  th e  Town H a l l  and  
m et somewhere l i k e  th a t? "
" I t  w o u ld n 't  m a t te r  i f  you m et in  a s c h o o l, as lo n g  as  i t  w a s n 't  
yo u r s c h o o l."
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School 'G' Large 11 - 18 Girls School in the centre of a citv
A c t i v i t y  based in  a t u t o r  p e r io d  a p p ro x . 1 h o u r e v e ry  f o r t n i g h t
Can you as president of the company tell me what you do in your 
mini enterprise?
A n n :- We have v o te s  in  th e  c la s s  o f  w h a t w e 'd  l i k e  t o  do and we 
s t a r t e d  o f f  w ith  J e w e l le r y ,  th e n  sw ee ts  th e n  J e w e l le r y  a g a in .
Then we w ent on t o  V i mo f ig u r e s ,  th e n  o n to  c o c k t a i l s  and m ilk  
s h a k e s . I t  changes e v e ry  month and we do so m eth in g  e ls e  b u t  
e v e ry o n e  i s  in v o lv e d  in  w hat we a r e  d o in g .
How long have you been doing this?
C l a i r e : -  We have been d o in g  i t  now f o r  a b o u t a  y e a r  and a h a l f  
now. We s t a r t e d  in ,  I  th in k  i t  was December o f  l a s t  y e a r .  W e've  
c o v e re d  lo t s  o f  d i f f e r e n t  p r o je c ts  w ith  th e  l a s t  p r o je c t  we 
c o v e re d  we had a  p r e t t y  good id e a  o f  how much t o  spend because we 
made m is ta k e s  b e fo re  so we knew w hat t o  do .
How many people are there in the class?
3 2 .
Are you all involved or is there anyone who has opted out?
No.
Can you tell me what you like doing best with mini-enterprise?
J e n n y :-  J u s t  o rg a n is in g  and h a v in g  o u r own b u s in e s s  w h ich  means 
t h a t  you a re  in  ch arg e  and you do no.t have a d u l t s  b o s s in g  you 
a b o u t. W hich means t h a t  you can use yo u r own id e a s  and  
e v e r y th in g .  And i t s  j u s t  t h a t  y o u 'r e  in  ch a rg e  i t  g e ts  you read y  
f o r  when you a re  o ld e r .  You know w hat th in g s  t o  do and w hat 
th in g s  n o t to  do and you know w hat goes wrong and how much money 
you can spend and w hat is  th e  b e s t p r ic e s  and e v e r y t h in g .
What do you like least about it?
S o p h ie : -  I  d o n 't  th in k  th e r e  is  a n y th in g  I  d o n ' t  l i k e  a b o u t i t .  
I t ' s  j u s t  l i k e  Jenny s a id  i t  was good fu n  o r g a n is in g  e v e r y th in g .  
I t  g iv e s  us good e x p e r ie n c e  f o r  when we a re  o ld e r  and we come to  
do th e  same k in d  o f  jo b .  I t s  j u s t  good fu n .
Is there anybody who can think of. anything they didn*t like about 
it however small?
A n n :-  We w ent t o  o u r second je w e l le r y  t h in g ,  i t  w e n t a  b i t  wrong  
w e 'd  a lr e a d y  done i t  once and th e  schoo l knew w h a t we w ere  d o in g  
and th e y  d i d n ' t  l i k e  i t  as  much th e y  w anted so m eth in g  new. So 
a f t e r  t h a t  we d i d n ' t  l i k e  i t  so much because we d i d n ' t  s e l l  as
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much as  we w anted  t o .  B u t s in c e  th e n  we know w hat we a r e  d o in g  
and we e n jo y  w h a t we a r e  d o in g .
What was the point of doing the mini-enterprise?
L u c y :-  W e ll as  p e o p le  s a id  b e fo r e ,  we w anted  e x p e r ie n c e  and M r .
S . p u t i t  t o  us and we th o u g h t t h a t  i t  w ould t r a i n  us in
d is c ip l in e  and t h a t .  How we sh o u ld  cope in  d i f f i c u l t  s i t u a t i o n s ,  
and w o rk in g  o u t  p r o f i t  and w h ich  th in g s  t o  s e l l  t o  th e  p u b l ic .
X : -  I t  h e lp s  us t o  w ork to g e th e r  as w e ll  as w o rk in g  in  a  g ro u p .  
A lth o u g h  we have a  fe w  o f  us o u t  h e re  sp e a k in g  i t s  j u s t  because  
w e’ ve been v o te d  h e re  and n o t  everybody can t a l k ,  so we a l l  w ork  
to g e th e r .
What have you learned from doing it?
Jemma:- W e 've  been d o in g  th e  accounts  and i t  s o r t  o f  g iv e s  you  
e x p e r ie n c e  on how t o  h a n d le  money and w o rk in g  o u t  p r ic e s  o f  
th in g s ,  g e n e ra l s o r t  o f  b u s in ess  e x p e r ie n c e .
S a m an th a :- I ' v e  l e a r n t  t o  work w ith  o th e r  p e o p le  a b i t  b e t t e r  
th an  I  w ould  have d o n e . You have to  l i s t e n  to  o th e r  p e o p le 's
v ie w s  n o t go ahead and do i t  on yo u r own.
*Y* I  j u s t  l i k e d  th e  e x p e r ie n c e  r e a l l y ,  w o rk in g  w ith  o th e r  
p e o p le , h a n d lin g  money, th e  in te r v ie w  w ith  th e  bank m an ag er.
How many people went to the bank manager?
'Y * We s p l i t  th e  c la s s  in  tw o r e a l l y  because we have been t o  tw o  
o r  th r e e  m e e tin g s  and a b o u t te n  d i f f e r e n t  p e o p le  w en t t o  each  
one.
*X* You had t o  l i s t e n  t o  d i f f e r e n t  p e o p le 's  v ie w s  and b r in g  in  
p eo p le  who w o u ld n 't  n o rm a lly  do th in g s . L ik e  th e y  w ou ld  n o rm a lly  
j u s t  go in t o  a c o rn e r  b u t th e y  came and jo in e d  in  and I  le a rn e d  
how to  b r in g  o u t  t h e i r  v ie w s  and e v e ry th in g . I t ' s  a b o u t how t o  
p r o je c t  yo u r own v ie w s  in  f r o n t  o f  o th e r  p eo p le  n o t be 
em barrassed  a b o u t w h a t th e y  th in k  b u t to  have yo u r own o p in io n .
C l a i r e : -  I t ' s  n o t  j u s t  th e  e x p e r ie n c e  i t s  . . .  w e 'v e  l e a r n t  how 
to  make th in g s  t h a t  we w o u ld n 't  have chosen to  d o . You w o u ld n 't  
n o rm a lly  th in k  o f  m aking  m ilk  shakes o r  e a r  r in g s  b u t w e 'v e  
le a r n t  how to  make them  and now we know w e ' l l  make them  a t  home 
and th in g s  l i k e  t h a t .
S o p h ie : -  I  t h in k  t h i s  i s  th e  f i r s t  t im e  w e 'v e  been asked  w h a t we 
want to  do and how t o  o rg a n is e  i t ,  b e fo re  th e  te a c h e rs  have  n o t  
asked us b u t t o ld  us w hat we w ere go ing to  do so w e 'v e  w orked  
to g e th e r  and w orked  o u t  w hat everyo n e  w ants t o  do and we 
compromise and h o p e f u l ly  everyo n e  g e ts  to  do so m eth in g  th e y  w a n t  
to  do .
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I've hear the word compromise used by many of the people I've 
talked to. What do you understand by the word compromise?
S o p h ie :-  W e ll one p e rs o n  says  one th in g  and a n o th e r  says  a n o th e r  
th in g  and you w ork  to g e th e r  u n t i l  you g e t  an id e a  o f  w hat 
everyone  w an ts  t o  do and do t h a t .  So t h a t  b o th  p e o p le  a r e  h ap p y .
You have just pointed out pne contrast between this mini 
enterprise and the other lessons that you do. Can you think of 
any other contrasts between this and other lesson, maths English 
etc. that you do?
J o a n n e :- I t s  r e a l l y  j u s t  n o t  h a v in g  th e  te a c h e rs  coming around  
t e l l i n g  you w h a t t o  d o . You can do w hat you w ant as long  as th e  
w hole c la s s  a g re e s  w ith  y o u . I t s  r e a l l y  th e  r e s p o n s ib i l i t y  o f  
doing  i t  f o r  y o u r s e l f .
H e le n : -  In  t h i s  b u s in e s s  we a l l  do i t  and th e  te a c h e r  d o e s n 't  
come and s a y ; 'W e 'r e  a l l  g o in g  to  do t h i s * .  We d e c id e  w h at we 
want to  do , we v o t e ,  and we have s e v e ra l id e a  and we d e c id e  th e  
one we l i k e  and we say  th e  one w e ' l l  do n e x t t im e . We do i t  f o r  
th e  s c h o o l, and i f  th e  sc h o o l l i k e s  i t  we m ig h t do i t  a g a in  
som etim e. N o t a l l  th e  t im e  a re  th e y  keen when w e 'v e  g o t a new 
id e a . Some t im e s  i t  w orks and we p le a s e  th e  s c h o o l.
When you say the school, do you mean the staff or the pupils?
H e le n : -  I t  th e  p u p i ls  who buy and make th e  p r o f i t  f o r  u s .
Are there any other lessons which are similar to the 
mini-enterprise?
C l a i r e : -  I  t h in k  a l o t  o f  le s s o n s  combine in t o  t h i s ,  th e  
ac c o u n tin g  m aths o b v io u s ly  and j u s t  o th e r  lesso n s  th e y  come in  
some where w ith  id e a s  and t h in g s .
J e n n y :-  They a l l  come in  to g e th e r  b u t i t s  a l l  o f  them m ixed  
to g e th e r  w hich  is  in t e r e s t in g  and d i f f e r e n t .  You d o n ’ t  have  
lessons  w here th e y  p u t  them  a l l  to g e th e r  and you can use them  a l l  
a t  th e  same t im e .  So i t s  a good id e a . You can le a r n  new th in g s  
l i k e  Maths and new th in g s  a b o u t E n g lis h . Because in  E n g lis h  you  
have to  do th in g s  t h a t  r e f l e c t  yo u r v iew s and t h in g s .  I t  b r in g s  
a l l  th e  th in g s  t o g e t h e r .
S o p h ie :-  We w ere  a d v e r t is in g .  We p u t p o s te rs  up around th e
school showing w h a t we w ere  d o in g . We d id  som eth ing  s im i la r  in
E n g lis h  when we w ere  t a l k i n g  a b o u t how to  a t t r a c t  p e o p le s  
a t t e n t io n .  We had t o  do p o s te r  f o r  th e  c o c k ta i ls  so  we made them
b r ig h t  c o lo u rs  so p e o p le  w ou ld  lo o k  a t  them we to o k  a l o t  .o f t im e




S am an th a :- When we w ere  d o in g  th e  p o s te rs  th e  p e o p le  who w ere  
d o in g  them had t o  use a r t  t o  a t t r a c t  p e o p le 's  a t t e n t io n  and  
E n g lis h  t o  g e t  th e  w o rd in g  r i g h t .
But you were using here skills from elsewhere. The lesson it's 
self was not like this.lesson?
No.
Can J ask you about the role Mr. S. played. I know he brought 
the idea to you because someone has already told me that, but 
what role did he play after that?
J e n n y :-  He j u s t  b ro u g h t th e  id e a  to  us and l e t  i t  t o  o u r s e lv e s .  
He j u s t  checked  o v e r  t h in g s  b e fo re  we a c t u a l ly  d id  i t  w h e th e r i t  
was a l r i g h t  and w h e th e r i t  w ould s e l l  and w h e th er th e  p o s te rs  
w ere a l r i g h t  t o  p r o je c t  th e  id e a  we w ere d o in g . B u t he d i d n ' t  
have a n y th in g  t o  do w ith  i t .  He j u s t  gave th e  id e a  to  us and we 
to o k  i t  fro m  t h e r e .
C l a i r e : -  I f  we have an id e a  w e ' l l  p la n  i t  o u t o u rs e lv e s  and i f  
he is  h e re  h e ' l l  j u s t  s i t  a t  th e  back and l i s t e n  and i f  he t h in k s  
th e r e  w i l l  be a p ro b lem  he w i l l  l e t  us know b u t he w i l l  n o t  say  
c o m p le te ly  no t o  a n y th in g  we s a y . And he w i l l  buy th e  th in g s  b u t  
he w i l l  buy w hat we say we w ant n o t w hat he th in k s  w i l l  be b e t t e r  
f o r  us .
H e le n : -  He g e t  us p e rm is s io n  to  p u t s t a l l s  up . He le t s  us go 
down to  th e  s t a f f  room and s e l l  th in g s  in  th e r e  and he g e ts  us 
p e rm is s io n  t o  use th e  m ix e rs  when we a re  do in g  th e  m ilk  shakes  
and th in g s .
S a r a h : -  He g e ts  th e  c a rd  f o r  o u r p o s te rs  and th in g s  and p a p e r so 
we can do th in g s .
A b i : -  He g iv e s  us th e  b a s ic  o u t l in e  o f  w hat we have to  do b u t  
th e n  we have to  o rg a n is e  i t  f o r  o u rs e lv e s .
Can you tell me then how that contrasts with what your teachers 
norma 1ly do?
A n n :- W e ll n o rm a lly  th e  te a c h e r  t e l l  you w hat th e y  e x p e c t  you t o  
do, in  t h i s  we t e l l  h im  w h at w e 'd  l i k e  him  to  do f o r  u s . When 
th e y  g iv e  us homework te a c h e rs  w i l l  say y o u 'v e  g o t t o  do t h i s  and  
th e n  t h i s .  B u t in  t h i s  i t s  us t e l l i n g  him w hat t o  d o .
How do you feel about that?
' X * : -  I t s  good because n o rm a lly  th e  te a c h e rs  lo a d  th in g s  on us  
b u t in  t h is  we t e l l  him  w h a t to  do . He d o e s n 't  m ind i t ,  and we
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tell him what we want and he does it.
H e le n : -  When we d id  j e w e l l e r y  we chose w hat we w anted  t o  have in  
i t  because M r. S . w o u ld n ’ t  know w hat th e  g i r l s  w ould  w an t t o  bu y . 
I f  M r. S . chose th in g  no one w ould  buy i t  because he d i d n ' t  know 
• w h at th e y  l i k e .  B u t we do know w hat th e  o th e r  g i r l s  in  th e  
sch o o l w ould l i k e  so  we chose w h at we w an ted .
What about the problems? Mini-enterprise never goes smoothly.
A n n :-  We w ere g o in g  t o  do je w e l le r y  a g a in  because i t  was a  b ig  
success th e  f i r s t  t im e ,  b u t  th e  we found th e  g i r l s  knew w h a t th e y  
w ere go in g  t o  bu y , and th e y  had bought i t  th e  f i r s t  t im e  and th e y  
w ere n o t g o in g  t o  b u t i t  a g a in  so th e y  th o u g h t th e y  w ould  buy 
t h i s  a g a in . So we had t o  go around  a g a in  t r y in g  t o  b r ib e  p e o p le  
in t o  buy in g  them . L ik e  p u t t in g  th e  p r ic e s  down t o  Ip  o r  
s o m e th in g . So we fo u n d  t h a t  w asn’ t  a good id e a  d o in g  i t  a g a in  
because th e y  w an ted  new and b r ig h t  id e a  fro m  us n o t  th e  same 
id e a s  a l l  o v e r  a g a in  l i k e  you g e t  in  th e  shops.
S am an th a :- Som etim es t h e r e  w ere argum ents a b o u t w hat we w ould  do 
n e x t  and how we w ere g o in g  to  do i t ,  p eo p le  w ere  a lw a y s  p u t t in g  
in  d i f f e r e n t  id e a s , o b v io u s ly .
C l a i r e : -  We had an id e a  once t h a t  some o th e r  p e o p le  in  th e  c la s s  
p u t fo rw a rd  was m aking some s o r t  o f  to y s . B ut we p la n n e d  i t  o u t  
a f t e r  we had seen -th e  th in g s  we th o u g h t i t  w ould  n o t  w ork because  
we . . .  th e y  a re  m a in ly  o ld e r  p e o p le  and th e y  w o u ld n 't  w an t to  buy 
to y s  and th in g s  so t h a t  d i d n ' t  work o u t .
L o u is e : -  Som etim es we have p rob lem s w ith  th e  t im e  b a r r i e r  and  
som etim es we have t o  do i t  on one day th e n  change i t  t o  a n o th e r  
d a y . B ecause, say  we have n ’ t  made th e  th in g s  on t im e  o r ,  we 
have n ’ t  b ro u g h t enough th in g s  and we have to  change e v e r y th in g  
aro u n d . We’ ve made p o s te rs  f o r  one day and we have t o  change i t  
a g a in .
R a c h a e l: -  L ik e  L o u is e  s a id  a b o u t d a te s , you c o u ld  p la n  so m eth in g  
f o r  one day and th e n  f in d  h a l f  th e  school is  g o in g  to  a c h o ir  
p r a c t ic e  so y o u 'd  have t o  change i t .
L u c y :-  We o b v io u s ly  fo u n d  t h a t  th in g s ,  o r  th e  id e a  t h a t  we d id  
had to  be o r ig in a l  o th e rw is e  th e  school wasn’ t  in t e r e s t e d  and  
t h a t  was u s u a l ly  so m eth in g  t o  go by when we w ere p la n n in g  
d i f f e r e n t  p r o je c t s .
There are a number' of problems you have here, how did you 
overcome the problems?
C l a i r e : - .  They w e re n ’ t  v e r y  b ig  problem s r e a l l y ,  because i f  t h e r e  
w e re n ’ t  enough p e o p le  we j u s t  s o r te d  som ething o u t  so p e o p le  
c o u ld  do i t  b o th  w ays. I f  we w e r e n 't  re a d y , i t  w a s n 't  t h a t  we 
d i d n ' t  know w hat to  d o , i t  was j u s t  t h a t  we need a  c o u p le  o f  days
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t o  s o r t  i t  o u t .  B u t a l l  th e  p rob lem s we had we managed t o  s o r t  
o u t on way o r  a n o th e r .  So th e y  w e re n ’ t  r e a l l y  t h a t  bad .
A n n :-  When we w ere  d o in g  th e  m ilk  s h a k e s , we fo u n d  t h a t  some 
p e o p le  w ere p la y in g  n e t b a l l  and some p e o p le  w ere  in  th e  c h o ir  so 
t h a t  we had t o  g e t  a  l i s t  and f in d  o u t  who was in  th e  c h o ir  one 
day and o rg a n is e  i t  so t h a t  some p e o p le  l i k e  C la i r e  w ou ld  do i t  
both  days i f  th e y  d id n ’ t  m ind and we had t o  have p e o p le  wash up 
and e v e r y th in g .  So we j u s t  w orked i t  o u t  betw een u s , p e o p le  
d on’ t  mind d o in g  tw o th in g s  th e y  j u s t  h e lp  o u t  when e v e r  th e y  ■ 
c a n .
Can I ask you about the roles you played? I see from your cards 
that some of you are general managers some of you are 
advertising mangers, how did you allocate these role?
J e n n y :-  W e ll th o s e  two w ere  v o te d  in  t h i s  y e a r  because we change  
i t  e v e ry  y e a r  o r  e v e ry  p r o je c t  and th e n  S o p h ie  was v o te d  in ,  we 
w ere a l l  v o te d  in  by th e  c la s s .
Why did you vote for them?
J e n n y :-  Because we th o u g h t t h a t  th e y  w ould  be good as  
a c c o u n ta n ts .
R a c h a e l: -  A t th e  b e g in n in g  o f  th e  t im e  we s t a r t e d  th e  w hole  
p r o je c t ,  Samantha was a lr e a d y  th e  a c c o u n ta n t, so she knew ab o u t 
th e  books and a l l  t h a t  and th e n  we v o te d  in  Jemma, Ann was 
a lre a d y  th e  p r e s id e n t  i t  seemed o n ly  f a i r  t h a t  she was on t h is  
board th in g .  And C la i r e  d id  a l o t  o f  th e  p o s te rs  t h a t ’ s why she  
is  h e re .
H e le n : -  Ann and C la i r e  w ere  v o te d  in  because th e y  w ere  
re s p o n s ib le  and th in g s .
And your not?
L a u g h te r .
J e n n y :-  We v o te d  Lucy in  because she d id  h e lp  b u t she is  one 
p erson  who d o esn ’ t  come o u t  in  a n y th in g  so we th o u g h t we w ould  
g iv e  h e r a chance t h i s  t im e .
How do you feel about that .(talking to Lucy)
L u c y :-  I  was away th e  day th e y  v o te d  me in .
L a u g h te r
L u c y :-  B ut I  am g la d  t h a t  I  am in .  I  hadn ’ t  done much b e fo r e .
I  had h e lp ed  o u t  a t  lu n c h tim e s  in  m aking th in g s ,  b u t I  h ad n ’ t  
done much b e fo r e .
Ill
Can J ask you this. This is the first company I have visited 
where everyone was a girl, usually the companies have been in 
mixed schools. Can I ask whether you think it has been an 
advantage to have a company of girls, would it have helped to
have some boys or would they have Just got in the way?
S o p h ie : -  I  t h in k  because we a re  a l l  g i r l s  h e re  a t  an a l l  g i r l s
sch o o l . . .  I  mean o b v io u s ly  i f  we w ere g o in g  t o  ta k e  t h i s  th in g  
f u r t h e r  we w ould  have to  g e t some more e x p e r ie n c e  w ith  boys  
th in g s  b u t  m ost o f  th e  th in g s  l i k e  j e w e l le r y  w ere  a im ed a t  g i r l s .  
Some o f  th e  th in g s  l i k e  c o c k t a i ls  and s w e e ts , b o th  s e x e s  w ould  
l i k e  t h a t  b u t  some o f  th e  f i n e r  th in g s  d id n ’ t  succeed  b ecause  we 
aim ed them  a t  to o  young a g e n e ra t io n . The young p e o p le  in  th e  
s c h o o l. I  t h in k  i f  boys were in  th e  c la s s  we w ou ld  have done  
d i f f e r e n t  th in g s ,  b u t ..........
So its influenced your products but not the way you have worked? 
S o p h ie : -  Y es .
H e le n : -  I  t h in k  i t  is  r e a l l y  a b le s s in g  in  d is g u is e  n o t  h a v in g
b o ys . A t  th e  age we a re  a t  now th e y  a re  more in t e r e s t e d  in
show ing o f f  t o  t h e i r  mates s o r t  o f  th in g  ( l a u g h t e r )  They a re  . . .
r e a l l y !  We w o u ld n ’ t  have g o t on as w e ll as  we h ave  w ith  boys in
th e  c la s s .  W e'd have to  change o u r p ro d u c ts  . .  some o f  them  to  
s u i t  b o th  sexes  in  th e  s c h o o l. B ut as i t s  a s in g le  sex sch o o l I  
th in k  i t s  w orked p r e t t y  w e l l .
You only sell things in school do you?
A l l : -  Y es .
L o u is e : -  I  t h in k  t h a t  i f  we d id  have boys in  th e  c la s s  i f  i t  was 
a m ixed  s c h o o l, i t  w ould be much h a rd e r  because y o u ’ d have to  
have a  v a r i e t y  o f  d i f f e r e n t  th in g s ,  As w e ll  as w h a t g i r l s  w ould  
l i k e  y o u 'd  have t o  have w hat boys would l i k e  as w e l l .  B u t th e n  
th e r e  w ould  be more id e a s  o f  d i f f e r e n t  th in g s  t o  do because  boys 
a t  t h a t  age maybe more im a g in a t iv e .
I am fascinated by how well informed you are about boys at this 
age
L o u is e : -  They maybe more im a g in a t iv e  and th in k  o f  more id e a s .
B u t we g o t  o n , we managed OK w ith o u t  them .
A b i : -  I  suppose, i f  you th in k  a b o u t i t ,  even i f . y o u  d o n ’ t  have  
b o ys , we w ould have two id e a s , one f o r  g i r l s  and one f o r  b o ys , 
b u t when i t  came down to  i t ,  th e  boys w ould go o f f  and p la y
f o o t b a l l  o r  so m eth in g  and w o u ld n 't  come and h e lp .
J e n n y : -  We c a n ’ t  e x a c t ly  say i t  w o u ld n ’ t  w o rk , ’ cause  we d o n ’ t
know because we a re  n o t boys, i t  m ig h t have w orked f o r  a l l  we
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know, b u t  we j u s t  th in k  t h a t  th e  boys w ould  w an t t o  p la y  
f o o t b a l l .  I t  m ig h t have w orked b e t t e r  in  a  way because  we d o n ’ t  
know w h at boys l i k e  r e a l l y  and we know w hat g i r l s  l i k e  so we can  
j u s t  p r o je c t  i t  a t  them .
S a m a n th a :- I  d o n 't  know, b u t I  th in k  th e r e  m ig h t be a  fe w  
argum ents  because we w ou ldn ’ t  be a b le  t o  do j e w e l l e r y  and t h in k  
w e’ d have t o  do som eth ing  e ls e ,  th e y  w ould j u s t  n o t  l i k e  i t .  I  
d o n 't  know b u t . . . .
You have  c e r t a in  s k i l l s  th a t  you  have used do yo u  t h in k  t h a t  th e  
boys may have b ro u g h t s k i l l  t h a t  you d o n * t  have?
Heads nod
So you t h in k  t h a t  you can do a n y th in g  t h a t  th e  boys can  do?
C an -1  a s k  you now i f  you have th o u g h t a b o u t w hat you  w o u ld  l i k e  
to  do when you le a v e  sch o o l?
J e n n y :-  W e ll a c t u a l ly  my d a d 's  an a c c o u n ta n t and I ’ m t h in k in g  
ab o u t b e in g  an a c c o u n ta n t b u t I  d o n 't  r e a l l y  know y e t .
Has t h is  h e lp e d  one way o r  a n o th e r?
J e n n y :-  I t  has a b i t .  N ot much th o u g h .
S a m a n th a :- I  w ant t o  go in t o  b an k in g  b u t I 'm  n o t  r e a l l y  to o  s u re .  
Has t h is  h e lp e d ?
S a m a n th a :- A l i t t l e  b i t .
S o p h ie : -  I  have n ' t  gone in t o  much d e t a i l .  I t s  g o t  n o th in g  to  do 
w ith  t h i s  k in d  o f  th in g  b u t I  w ant to  be a m usic te a c h e r  in  a  
j u n io r  s c h o o l.
J e n n y :-  I  w ant to  be a b a r r i s t e r .
Has t h is  h e lp e d ?
J e n n y :-  Yes i t  has because you have t o  g e t  p e o p le 's  v ie w s  and  
th in g s ,  and i t  makes you speak o u t r e a l l y .
C l a i r e : -  I  know I  d o n 't  w ant t o  be in  an o f f i c e ,  b u t i f  I  am, I  
d o n 't  w an t t o  be bossed around by someone e ls e ,  I ' d  l i k e  t o  be 
q u i te  h ig h  up.
A n n :- What I  w ant t o  be is 'n o t h in g  t o  do w ith  t h i s  r e a l l y ,  I  
w ant t o  work in  th e  p o l ic e  f o r c e .  But i t  h a s n 't  g o t  a n y th in g  t o  
do w ith  t h i s .
Has t h is  h e lp e d  in  any way?
A n n :-  N o t r e a l l y .
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C l a i r e : -  T h is  h a s n ’ t  h e lp e d  me an a w fu l l o t  e i t h e r ,  I  w a n t t o  be 
a p s y c h o lo g is t  s o ...........
I  d o n 't  know , th e  p s y c h o lo g y  o f  s e l l in g ?
J o a n n e :-  I ’ d l i k e  t o  w ork in  t e l e v i s i o n ,  t h a t ’ s w h a t my dad  
d o e s . I  do n ’ t  know w hat a s p e c t I ’ d 1 i  ke t o  w ork i n , b u t  1 i  ke  
C l a i r e ,  I  d o n ’ t  w ant to  be bossed a ro u n d .
L u c y :-  I  t h in k  I  w ant to  be a d o c to r ,  I  do n ’ t  know w h at f i e l d .  
B ut t h i s  h a s n ’ t  h e lp e d  r e a l l y .
C a t h e r in e : -  I  w ant to  be a s c i e n t i f i c  a s s is t a n t .
Has t h is  h e lp e d ?
C a t h e r in e : -  No n o t r e a l l y .
C l a i r e : -  I  d o n ’ t  r e a l l y  know w hat I  w an t to  be b u t i f  I  d id  w an t 
to
K e l l y : -  W e ll maybe because i t s  h e lp e d  me com m unicate w ith  o th e r  
p e o p le , more th a n  w hat I  used t o .
Y : -  I  w ant to  be a  d o c to r  in  c a s u a lty  and t h i s  h a s n ’ t  h e lp e d
r e a l l y .
H e a th e r : -  I  w ant to  be a P .E .te a c h e r  and w o rk in g  w ith  p e o p le  is
a l i t t l e  b i t  l i k e  w o rk in g  in  a schoo l so i t  has h e lp e d  I  suppose .
.N i n a : -  I  w ant t o  be a m echanic b u t t h i s  h a s n ’ t  h e lp e d .
S a r a h : -  *1 w ant to  be in  th e  N avy.
Has t h is  he lp ed ?
S a r a h : -  No, n o t r e a l l y .
Why do you w ant to  work in  th e  Navy?
S a r a h : -  W e ll I  l i k e  t h a t  s o r t  o f  th in g .
Z : -  I  w ould l i k e  to  do som eth ing  w ith  t e le v is io n / jo u r n a l is m ,  I  
w e ll  we a l l  have been w r i t in g  i t  a l l  up to  t e l l  e v e ry o n e  w h a t we 
had done and e v e r y th in g .  J u s t  w r i t e  i t  o u t  f o r m a l ly . '  I  t h in k  
t h i s  may have h e lp e d  a. l i t t l e  b u t  n o t much.
L o u is e : -  I ’ d l i k e  t o  be a g ra p h ic s  d e s ig n e r .
Has t h is  he lped?
L o u is e : -  S o r t  o f .
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A b i : -  I ’ d l i k e  t o  be in  th e  Army b u t I  don ’ t  t h in k  t h i s  has  
h e lp e d .
Can I  a s k  th e  w h o le  c la s s  now , have any  o f  you e v e r  th o u g h t a b o u t  
w o rk in g  f o r  y o u r s e lf?
A n n :- When I  was young I  w anted to  be a  boss o f  so m eth in g  and by 
d o in g  t h i s  i t  has h e lp e d  me, because b e in g  th e  p r e s id e n t  I  had t o  
t e l l  e v e ry o n e  w h a t t o  do ty p e  o f  th in g .  N o rm a lly  I  d o n ’ t  do t h a t  
any way b u t  i t s  n ic e  to  know t h a t  you a re  do ing  w hat you w an t to  
do and t h a t  e v e ry o n e  e ls e  is  do ing  t h a t  to o .
S o p h ie :—  I ’ d l i k e  to  run  my own p r iv a t e  s u rg e ry  so I ’ d be th e  
boss o f  t h a t .
C l a i r e : -  I  w an t to  be a c h i ld  p s y c h o lo g is t  o r  a c h i ld  speech  
t h e r a p is t  b u t  I  w an t t o  be by m y s e lf . I  don ’ t  w ant t o  be a v e ry  
e x p e n s iv e  one because th e n  you o n ly  g e t th e  upper c la s s  p a t i e n t s ,  
and I  w an ted  to  g e t  . a l l  k in d s  o f  p a t ie n t  n o t j u s t  th e  u p p er c la s s  
ones t h a t  have lo a d s  o f  money. I  w ant everyo n e  to  have a  f a i r  
chance .
Has t h is  e x p e r ie n c e  h e lp e d  a t  a l l ?
C l a i r e : -  I  t h in k  i t s  h e lp e d  me communicate more t h a t  I  w ou ld  
have done. We a l l  w orked to g e th e r ,  t h a t ’ s w h a t’ s im p o r ta n t .
S o p h ie : -  I  was g o in g  t o  be a m usic te a c h e r  in  a j u n io r  s ch o o l 
b u t i f  t h a t  f a i l s  I  c o u ld  be a music te a c h e r  f o r  m y s e lf  a t  home 
o r  s o m e th in g .
Has t h is  h e lp e d ?
S o p h ie * -  S o r t  o f  y e s .
S a r a h : -  I  w an ted  to  be a  v e t  u n t i l  I  found o u t w hat 
q u a l i f i c a t i o n s  you n eed ed . I  wanted my own s u rg e ry  and th in g s  
u n t i l  I  fo u n d  o u t  how many *0* le v e ls  you needed t h e n . . .w e  11 I  
d e c id e d  t o  go in  th e  Navy because I ’ M n o t b ra in y  enough.
Can I  ask  you  w hat y o u r  p a re n ts  th in k  o f  t h is  id ea?
J e n n y :-  My d a d ’ s a te a c h e r  so he th in k s  t h a t  t h is  i s  r e a l l y  a  
v e ry  good id e a  f o r  c h i ld r e n  to  d eve lo p  t h e i r  s k i l l s  l i k e  t h i s .
And he does t h a t  a t  h is  s c h o o l, he le t s  th e  c h i ld r e n  p u t  fo rw a rd  
w hat th e y  w an t t o  d o , he g iv e s  them a chance b u t n o t  ru n *a ro u n d  
and e v e r y th in g .  So he th in k s  i t ’ s a v e ry  good id e a .
A n n :- They t h in k  i t s  a good id e a . And when I  som etim es b r in g  
s t u f f  h o m e ...  l i k e  when we w ent to  see th e  bank m anager, and I  had  
to  come in  and t a l k  t o  h e r .  I t s  good t h a t  i f  you c a n ’ t  t a l k  t o  
someone h e re  you can go home and t a l k  to  them a b o u t i t ,  i f  you  
g e t  u p t ig h t  a b o u t s o m e th in g . L ik e  i f  when my mum comes home fro m
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w ork , i f  one o f  my mum’ s p u p i ls  g e ts  on h e r  n e rv e s  she J u s t  t e l l s
my dad . I  l i k e  t o  do t h a t  w ith  them as w e l l .
J o a n n e :- My p a re n ts  t h in k  i t s  a good id e a  because i t  g e n e r a l ly  
h e lp s  you t o  make d e c is io n s  w ith  th e  c la s s  and I  have been known 
t o  ta k e  some o f  th e  w ork we do home w ith  me. Because we d id  a  
song f o r  th e  bank m anager, a c t u a l ly  w e 'v e  done th r e e  songs f o r  
th e  bank m an ag er.
Does he a p p r e c ia te  them?
J o a n n e :- He th in k s  th e y  a r e  fu n n y . Sometimes he t h in k s  t h e y ' r e
good and som etim es he t h in k s  th e y  c o u ld  be worked on a  b i t  m ore,.
My mum and dad g e n e r a l ly  t h in k  t h a t  i t ' s  v e ry  good.
Whose id e a  was i t  to  s in g  to  th e  bank m anager?
J o a n n e :- W e ll i t  was r e a l l y  me and C l a i r e ’ s .
T e l l  me a b o u t how you  came to  th in k  o f  t h is  id ea?
J o a n n e :- I t  was more o r i g i n a l  th a n  d raw in g  p o s te rs  and t h a t  and
we a ls o  w a lk e d  around  th e  schoo l s in g in g  th e  songs as w e l l  w h ich
n o t o n ly  a t t r a c t e d  a t t e n t io n  b u t th e y  wondered w hat .was g o in g  o n .
I t  d id  h e lp  s in g in g  as w e ll  because th e  song was a b o u t th e  
b u s in e s s . They j u s t  w ondered w hat was go ing  on and came o v e r  t o  
see what we w ere  s in g in g  a b o u t.
N ic o la : -  My mum th in k s  i t s  q u ite  good, because she has h e r  own 
business and she th in k s  i t s  q u i te  good t r a in in g .
S o p h ie :-  My mum th o u g h t t h a t  i t  was q u ite  a good id e a  because  I  
g o t th e  jo b  o f  c o l l e c t in g  a l l  th e  je w e l le r y  f o r  when we had o u r  
je w e l le r y  s a le ,  when we w ere  go ing  to  make i t .  T h e re  was a p la c e  
in  W in c h e s te r  w here  th e y  s e l l  i t  and s e v e ra l days a f t e r  sc h o o l I  
was go ing  down g e t t in g  t h i s  je w e l le r y  and coming home w ith  i t  
a l l .  And my mum th o u g h t i t  was q u i te  a good and e v e r y th in g  and  
t h a t  i t  w ould te a c h  us t o  lo o k  a f t e r  o u r s e lv e s . . .  i t  g iv e  us 
t r a in in g  and t h a t  s o r t  o f  th in g .
L e n n a :- I  j u s t  w an t t o  p o in t  o u t to  anyone who d i d n ' t  see  us  
s in g in g  how t o t a l l y  e m b a rra s s in g  i t  was.
Can I  ask you a b o u t th e  money? O b v io u s ly  you c a n ' t  ru n  a  
bu s in ess  w ith o u t  money, w here  d id  i t  come from ?
C l a i r e : -  We s t a r t e d  w i th  th e  lo an  from  th e  bank m anager, w h ich
s ta r te d  o f f  th e  b u s in e s s .
How much was th a t ?
C l a i r e : -  £ 4 0 .0 0  t o  s t a r t  w i t h .  Then o u r f i r s t  p r o je c t  was th e
je w e l le r y  and S o p h ie  was th e  one to  go and buy t h a t  and t h a t
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tu rn e d  o u t  v e r y  s u c c e s s fu l ly  and we made a p r o f i t  on t h a t ,  we 
made i t  t o  a b o u t £ 6 0 .0 0 .  I t  g r a d u a l ly  w ent up l i k e  t h a t  and th e  
b u s in ess  has done q u i t e  w e l l  so f a r .
Where do you keep  th e  money?
A n n :- The a c c o u n ta n ts  g o t  th e  books and a l l  th e  money, b u t  we 
keep th e  money i t s e l f  in  th e  bank.
You have made p r o f i t ?
A l l : -  Yes.
What happened t o  th e  p r o f i t ?
A n n :- I t s  a l l  gone in t o  th e  bank. S t r a ig h t  in  and when we w a n t
some money f o r  a new p r o je c t  we j u s t  go and g e t  some o u t .
So you s t a r t e d  o f f  w ith  £ 4 0 .0 0 , you have now g o t how much?
J en n y - We now have g o t £ 1 0 1 .68p .
You have made a  p r o f i t  o f  a b o u t £60  and you have  made t h a t  in
how long?
J e n n y :-  J u s t u n d e r a y e a r .
So what is  y o u r p r o f i t ?
C l a i r e : -  About 150%
What w i l l  happen to  th e  money when you f in is h  th e  company?
C l a i r e : -  R ig h t  a t  th e  b e g in n in g  we d ec id ed  t h a t  th e  p r o f i t ,  
w hich we h a d n ’ t  th e n  made, w ould go to  c h a r i t i e s  b u t we h a v e n ’ t  
d ec id ed  w hich ones y e t .
You d e c id e d  t h a t  a s  a company?
A l l  : -  y es .
Why d id  you n o t  g iv e  th e  money to  y o u rs e lv e s ?
Joanne ; -  We w o u ld n 't  know w hat to  do w ith  i t .
You w o u ld n 't?
J e n n y :-  W e ll ,  we w ou ld  b u t  i t s  b e t t e r  t h a t  i t  goes t o  p e o p le  who 
need i t , ,  some m ig h t go t o  AIDS re s e a rc h  and th o s e  p e o p le  need i t  
more th a n  we do so we th o u g h t t h a t  we would g iv e  i t  to  them  
in s te a d .
H e le n : - .  We a r e  n o t  g o in g  t o  keep th e  money because i t s  r e a l l y  a
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b i t  s e l f i s h  because we d o n ’ t  r e a l l y  need th e  money i t s *  p e o p le  who 
a re  re s e a r c h in g , o r  p e o p le  who have som eth ing  wrong w ith  th e n  
t h a t  need money n o t  r e a l l y  u s .
L o u is e : -  We d id n ’ t  do t h i s ,  th e  b u s in ess  j u s t  to  make money we 
d id  i t  t o  le a r n  d i f f e r e n t  s k i l l s *  l i k e  H e le n  s a id ,  we d o n ’ t  need  
th e  money, w e 'v e  l e a r n t  w h a t we needed t o  le a r n  when we have  
f in is h e d  th e  b u s in e s s  th e n  w e ' l l  g iv e  th e  money w e 'v e  made t o  
d i f f e r e n t  c h a r i t i e s  t h a t  a r e  w o rth  w h i le .
Can I  ask you w hat yo u  w o u ld  have  done i f  you had lo s t  money?
A n n :- I  d o n 't  know r e a l l y  because as we h a v e n 't  done t h a t  i t s  
hard  to  t e l l .
You m ust have h ad  a fe w  n ig h ts  when you had th e  th o u g h t , *What i f  
I  d o n 't  make m oney*?
C l a i r e : -  I f  we lo s t  money b u t had some l e f t  to  t r y  a n o th e r  
p ro d u c t, w e 'd  j u s t  t r y  o u r  b e s t .  B ut i f  we d i d n ' t  w e 'd . .W e 'd  
j u s t  have t o  t h in k  o f  a  way t o  pay th e  money back to  th e  bank  
m anager, because he w ou ld  be e x p e c tin g  us to  g e t  p r o f i t  and 
e v e r y th in g .
J e n n y :-  We w ould  have t r i e d  a n o th e r p r o je c t  to  g e t  back th e  
money. We w o u ld n 't  have g iv e n  up t h a t  e a s i ly  a f t e r  a l l  th e  work  
th a t  we had d o n e . We w ould  have j u s t  gone ahead and p la n n e d  
a g a in .
L o u is e : -  W e l l ,  i f  we d i d n ' t  do v e ry  w e ll in  th e  p re v io u s  one 
we’ d j u s t  have t o  t r y  h a rd e r  in  th e  n e x t one. We’ d have l e a r n t  
our m is ta k e s  fro m  b e fo r e  and w e 'd  t r y  and do b e t t e r  th a n  we d id  
b e fo re .
Where w ould  you g e t  th e  money from ?
L o u is e : -  I f  we d i d n ' t  have nay money l e f t , , , I  d o n 't  know, 
perhaps everyb o d y  w ould  d o n a te  some?
H e le n : -  When we d id  i t  we a lw a y s  k e p t som ething in  th e  bank to  
make s u re  t h a t  i f  we d id  f a i l  w e’ d s t i l l  have som eth ing  to  f a l l  
back on .
S o p h ie :-  Some p e o p le  s a id  t h a t  w e’ d been do ing  i t  f o r  a y e a r  and 
we h aven ’ t  we have o n ly  been go in g  s in c e  J a n u a ry . Our f i r s t  s a le  
w a s .. . .
C l a i r e : -  We s o ld  j e w e l l e r y  because i t  was coming up t o  C h ris tm a s  
and p e o p le  w ould  buy i t  f o r  t h e i r  f r ie n d s .
What do you a c t u a l l y  c a l l  y o u r  company?
1 1 8
All:- B. Enterprises.
Can I  ask  you i f  th e r e  was an o p p o r tu n ity  f o r  s c h o o ls  to  change  
to  a l lo w  more lesso n s  to  be l i k e  t h is ,  do yo u  f e e l  t h a t  w ould  be  
a good th in g ?
A l l : -  Y es .
C o u ld  anybody e n la r g e  on th a t?
J e n n y :-  I t  m ig h t n o t  b e , because some p e o p le  m ig h t f e e l  t h a t  
th e y  d id n ’ t  have to  b o th e r  because th e r e  i s  nobody t e l l i n g  us 
w hat t o  do so th e y  w o u ld n ’ t  le a r n  a t h in g .  Some p e o p le  w ould  
w ant t o  le a r n  so th e y  w ould le a r n  i t  b u t h a l f  th e  c la s s  m ig h t n o t  
do a n y th in g . I t  w ould have to  be o rg a n is e d  so t h a t  everyb o d y  
g e ts  in v o lv e d .
S o p h ie : -  I  t h in k  t h a t  i t  a good th in g .  We’ ve  e n jo y e d  d o in g  i t ,  
w e 'v e  e n jo y e d  d o in g  i t  by o u rs e lv e s . I f  o th e r  le s s o n s  w ere  l i k e  
t h a t  w e’ d g e t  more in v o lv e d  and we would w an t to  do i t .  Most 
p e o p le  lo o k  fo rw a rd  to  t h i s  p e r io d ,  n o t because i t s  n o t h ard  
w o rk , b u t because you a c t u a l ly  g e t  in v o lv e d  in  s o m e th in g . I t s  
n o t j u s t  te a c h e rs  t a lk in g  and you j u s t  w r i t in g  i t  down.
So you  th in k  th e  e n t e r p r is e  h a s n * t  been h a rd  work?
S o p h ie : -  Oh y e s , i t s  been a l o t  o f  hard  work b u t i t s  been  
e n jo y a b le  to o .
C l a i r e : -  I t s  b e t t e r  as w e ll  because we a re  h a v in g  to  ta k e  
c o n tr o l  o f  o u rs e lv e s  and be re s p o n s ib le ,-  w here a s , as a norm al 
c la s s  h a v in g  norm al c la s s e s  when we le a v e  s c h o o l, w e’ l l  th in k  
’ H eck , w hat do I  do now?* W e ll have no e x p e r ie n c e  w ith  money, o r  
r e s p o n s ib i l i t y  so . . .  i t s  j u s t  a good way to  p re p a re  u s .
I f  I  w ere th e  te a c h e r  and I  s e t  you homework and I  ta k e  i t  in  and  
I  m ark i t .  H e re , I  g a th e r  you  d id  q u ite -  a lo t  o f  work o u ts id e , 
is  t h a t  r ig h t ?
A l l : -  Yes.
H e le n : -  As a c la s s  some p e o p le  s a id ;  *1 w ant to  do th e  t y p in g * ,
C la i r e  d id  some and I  d id  some. B ut Ann m ig h t s a y , I  w an t some
ty p in g  done and I  s a y ; ’ Oh I ’ ve g o t some t im e . I ’ l l  ta k e  i t  home
and do i t . ’ S o .e v e ry b o d y  h e lp e d  and j u s t  c h ip p e d  in  and d id  w hat
th e y  c o u ld .
C l a i r e : -  A ls o , I t  w asn’ t  j u s t  th e  ty p in g  we d id  a t  home, when we 
w ent o n to  th e  sw ee t p r o je c t ,  th e y  w ere done a t  home as w e l l .  In  
o u r own t im e  and th e n  we b ro u g h t them in to  s c h o o l.
You a c t u a l l y  made sw eets?
S e v e ra l.: -  Yes
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What k in d  o f  sw eets  d id  you m a k e :-
C l a i r e : -  T o f fe e  a p p le s , cocoa n u t t o f f e e ,  o ra n g e  c ream s , 'B e
s u r p r is e d ’ , t h a t  was o u r own re c ip e  t h a t  we made up .
How w ere  th e s e  sw eets  wrapped?
C l a i r e : -  We had a sw eet bag, we p u t them in t o  a  bag so t h a t  we
d i d n ' t  J u s t  have to  p u t them in t o  a p ersons  h an d .
So w hat o th e r  th in g s  were done a t  home?
S o p h ie : -  T h in g s  t h a t  needed to  be bought l i k e  when we d id  th e  
J e w e l le r y .  W ith  th e  l a s t  p r o je c t  th e  ic e  cream  c o c k t a i l s  we had  
to  buy f r u i t .  And p e o p le  w ere asked to  do t h a t  in  t h e i r  own t im e  
and p e o p le  v o lu n te e re d  to  do t h a t  and b r in g  them  i n .
J e n n y : -  P e o p le  b ro u g h t in  s t r in g s  f o r  th e  g i f t  bags and c a rd s  
and boxes t h a t  we c o u ld  p u t e v e ry th in g  in  and p u t  in  th e  s t a f f  
room. They b ro u g h t in  th re a d s  and some p e o p le  d id  a d v e r t is in g  a t  
home i f  th e y  d i d n ' t  have tim e  to  do i t  h e re .
L o u is e : -  A l o t  o f  p e o p le  p u t a l o t  o f  t im e  i n ,  t h e i r  f r e e  t im e  
in  m aking  p o s te rs . L ik e  C la i r e  s h e 's  made a  l o t  o f  p o s te rs  so  
has H e le n  and S arah  d id  t h a t  one . . .  she w en t home and asked  
someone t o  h e lp  h e r  w ith  them . And th e y  a re  a l l  done v e ry  w e ll  I  
t h i n k .
S o p h ie : -  We d i d n ' t  j u s t  do th in g s  in  o u r t u t o r  p e r io d  and a f t e r  
sch o o l when i t  was homework, we d id  i t  in  o u r s p a re  lu n c h tim e s  we 
made j e w e l le r y  and p o s te rs .
J u s t  g iv e  me a rough id e a , how long each d id  you  spend  a t  home 
w ou ld  you say?
L o u is e : -  As much t im e  as we had to  do i t .
You s a id  t h a t  you asked  M r. S. f o r  th e  p a p e r and  c a r d , d id  you  
a c t u a l l y  p ay  M r. S. f o r  th e s e  th in g s ?
A l l : -  No.
C l a i r e : -  We asked th e  co o kery  te a c h e r  w h e th e r we c o u ld  borrow  
th e  m ix e rs  and th in g s .
You d i d n ' t  have to  p ay  them f o r  th e  h i r e  o f  th o s e  th in g s ?
C l a i r e : -  No we j u s t  used them . They l e t  us b o rro w  them  f o r  th e  
p r o je c t .
A n n :-  A t one p o in t  we d id  o f f e r  to  pay f o r  th e  e l e c t r i c i t y ,  
because th e r e  was a prob lem  and we w e re n ’ t  a llo w e d  to  use them .
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We d id  g e t  ’ round them and we d id  o f f e r  t o  pay b u t I  d o n ’ t  know 
i f  we a c t u a l l y  d id  in  th e  e n d .
Who overcam e th e  p rob lem ?
H e le n : -  A group  o f  us and H r .  S . He was v e ry  h e lp f u l  because  
th e r e  was a p ro b lem  w ith  th e  k itc h e n  s t a f f .
Was t h a t  te a c h in g  s t a f f  o r  th e  k itc h e n  s t a f f ?
H e le n : -  No th e  k itc h e n  s t a f f .
J e n n y :-  W ith  th e  p r a c t ic e  run  f o r  th e  m ilk  sh akes  we had a 
b le n d e r  and someone a c c id e n t a l ly  knocked i t  o v e r  and i t  b ro k e  so
M r. S ............. (some c o n fu s io n )  no someone b ro k e  i t  and M r. S .................
anyway we had to  do w ith  one le s s  a t  s c h o o l.
Do you th in k  i t  w ou ld  have been more r e a l  i s t i c  i f  you  h ad  p a id  
f o r  th e  c a r d , p a id  f o r  th e  use o f  th e  b le n d e rs . D id  anyone th in k  
o f  d o in g  th a t?
C l a i r e : -  Because we a re  in  s c h o o l, we to o k  i t  f o r  g ra n te d  t h a t  
we w ould  have c a rd  f o r  f r e e ,  t h a t  we w ould  use th e  b le n d e rs  f o r  
f r e e  b u t I ’ m s u re  i f  we had t o  pay f o r  i t  i t  s t i l l  w ou ld  have
worked because we had p le n ty  o f  p r o f i t  and we c o u ld  have  p a id  f o r
them .
I  j u s t  w ondered w h e th e r i f  you had to  p ay  f o r  a l l  th e s e  th in g s  i t  
w ould  have  made you more c a r e f u l  ab o u t how you used  them?
A n n :- We a re  c a r e f u l  w ith  w hat we u se , we d o n ’ t  l i k e ,  w a s te  th e
p a p e r o r  c a rd . So i f  we d id  use th e  c a rd  bo ard  we make s u re  t h a t
we used j u s t  th e  r i g h t  amount and n o t ta k e  to o  much.
What a b o u t th e  r e s t  o f  th e  s c h o o l. How d id  th e y  r e a c t  to  you?
You m e n tio n e d  t h a t  you w ere s e l f  co n sc io u s  a b o u t s in g in g  t h is  
song?
(S h o u ts  o u t  fro m  th e  b ack ) I t  was a w fu l th e y  w ere  j u s t  s ta n d in g  
th e r e  s t a r in g  a t  us .
I t s  p ro b a b ly  no w orse th an  p e o p le  a t  home w atch  th e  T . V .  and
1is te n in g  to  th e  same k i n d  o f  th in g .
C l a i r e : -  You d id n ’ t  h e a r th e  song!
T ru e .
S o p h ie : -  Some p e o p le  when th e y  bought th e  j e w e l l e r y  and th e y  
h e a rd  t h a t  we w ere g o in g  to  s e l l  th e  same ty p e  o f  th in g  a g a in  
th e y  s a id  *0h no , n o t b u t th e y  s t i l l  bought i t .  They t h in k ,
’ n o t th e  3 ’ B *s t r y in g  to  be in g e n io u s  a g a in ’ , b u t  th e y  s t i l l  buy 
th in g s .-  So, even though th e y  say i t ,  I  don ’ t  t h in k  th e y  mean i t .
1 2 1
Has any o th e r  t u t o r  group s t a r t e d  a s i m i l a r  company ?
A l l : -  No
Why do you  t h in k  th e y  have  n ’ t  done i t ?
C l a i r e : -  We d is c u s s e d  th e  id e a  t h a t  some o th e r  t u t o r  g ro u p s  
m ig h t c a tc h  on t o  i t  b u t i f  th e y  d id  w e’ ve had a y e a rs  e x p e r ie n c e  
so w e’ d j u s t  b e a t  them t o  i t ,  w e 'd  j u s t  t r y  o u r b e s t  t o  b e a t  
th em . I  mean, a n o th e r  fo rm  made sandw iches and th in g s ,  b u t  I  
d o n ’ t  t h in k  t h a t  r e a l l y  w o rked . P eo p le  ta k e  n o t ic e  o f  us now 
because th e y  know t h a t  o u r th in g s  a re  n o t j u s t  s t u p id ,  th e y  know 
more a b o u t w h at we do.
So you a r e  a t r i e d  and t e s te d  company?
C l a i r e : -  Y es .
S a r a h : -  O th e r  form s have cake  s a le s  don ’ t  th e y ?  To r a is e  money
f o r  t h e i r  house c h a r i t i e s  . . .  and pancakes y e s , b u t  n o th in g  l i k e
w h a t we d id .  They don’ t  change i t ,  th e y  o n ly  have c a k e  s a le s  and  
th in g s  d o n ’ t  th e y ?  They d o n ’ t  have , l i k e  j e w e l le r y  and t h in g s .
L o u is e : -  I f  anyone d id  t r y  th e  same id e a s  t h a t  we had done f o r  a  
b u s in e s s , we s h o u ld  f e e l  honoured t h a t  th e y  w ere t r y in g  t o  be 
l i k e  u s . They m ust have th o u g h t t h a t  we had done w e ll  and we 
s h o u ld  f e e l  honoured t h a t  th e y  w ant t o  copy u s .
H e le n : -  I t  d o e s n 't  r e a l l y  m a tte r  i f  p eo p le  copy u s , i t  j u s t
makes more money f o r  c h a r i t y .
I s  t h a t  th e  b e l l ?  O.K.  i s  th e r e  a n y th in g  e l s e  anyone w an ts  to  
t e l l  me a b o u t th e  company b e fo re  you go?
(A v o ic e  fro m  th e  back) We’ re  b r i l l i a n t !
Yes, I ' l l  make s u re  th a t  goes on th e  ta p e . Thank yo u .
ends
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SCHOOL *E' - A mixed 11 - 16 Comprehensive School in an Urban
Area
Activityt- Mini-Enterprise
What did you do in your mini-enterprise?
Nicol:- We made packages to put envelopes and paper in and we 
ordered that from a company that deals with the school. We did 
bookmarks and pens and pencils as well. Myself and Karen made 
some jewellery, and we went down the market and we had some
jewellery to sell.
Did this group operate as one company, or did different people do 
different things?
Spencer:- Well, we got around a table and we got a director
manager, and, Vicky was secretary. We had accounts and things 
like that, just like a business. To practice we made ourselves 
like a factory making sand bags and things like that, just to get 
ready.
Did you do it at this time, or did you do it after school as
well?
Paul:- Now and at lunchtime.
How long did you do it for, when did the company start and when 
did it finish?
Paul:- I can't remember the time (when in the year) but it was
for about a month.
There are eleven of you, is that right?
Yes
Was it the same number when you were running your company?
Spencer & Paul:- No there was one more, no two more.
Can I go around now and ask you, what it was about the mini
enterprise that you liked best?
Anthony:- I can't really say. It was all very good.
Stewart:- I liked the sales. We did a school fete. We set up 
our stall and sold our packages there, I thought that was pretty
good. I had to fix the price percentage of the goods that
we were going to make profit with the P.T.A.. We'd agreed to 
give them a maximum of 20% of our profit. But I worked them down
to 12.5%, then Miss told everybody that they would have gone down
to 5%. No one liked me after thatJ
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Scott:- I liked the part when we was setting up the stall for the
fete. And selling stuff to people.
Nathan:- I liked the bit where we were going out buying the
stuff.
You mean buying the supplies to make your products?
Nathan:- Yes. He and Stewart had to go to the bank and open a 
bank account to operate the company.
Paul:- I enjoyed the sales down at Queensmead (Local shopping 
centre) because there were a lot of people and we got further 
experience selling.
Kate:- I liked making the jewellery.
Darrel:- Hy best part was when we went to Queensmead, * cause me 
and Spencer, we were the only ones who sold anything. We sold 
about £20.00 or £30.00 worth the morning we were there.
Spencer:- The individual jobs, like production manager and all 
that kind of thing because that was.... because your job was to 
look after the company, like the production manager had to find 
out if everyone was doing everything right.
Vicky:- Pass
Peter:- I enjoyed working all together because we learnt how to 
work in a group and I also enjoyed going down to the shopping 
centre and selling things down there and handing out leaflets. 
And you could meet different people and characters there and 
that.
OK. can I now ask you what was the worst thing about mini 
enterprise?
Nichol:- I think it was having to make all our own decisions.
Darrel:- The name of the company (laughter) Miss said 'Right, all 
come up with your ideas and we'll compromise on what they are'. 
She comes in the next morning and said 'Minico'. And that was itl
Spencer:- Meeting the public, actually selling our goods to the 
public. Actually getting up to them and trying to tell them what 
was good about it, in the end I liked it but in the beginning it 
was pretty scarey.
Was that because you'd never done it before?
Spencer:- We'd never done it before. It was Christmas wasn't it 
(asking the group) and we were in the middle of a massive centre, 
Christmas shoppers and everything, and we're sitting there on a
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desk. We had to try and get people to come over and buy our 
product.
Vicky:- There wasn't really anything I didn't like.
Peter:- I think Miss had everything planned out. Sort o f ....
she knew what the company's name was going to be and how we would 
sell things and where we would sell them, and things like that.
So you feel the decisions were being made before you even got 
there?
Peter:- Yes
Can I ask you what you think the point of doing the mini 
enterprise was?
Nicol:- It helped us communicate better with all sorts of people. 
To accept people and their arguments and that.
Spencer:- Being successful, because we had to make a bit of paper 
into a selling good and make as much as we could. We had to make
it from a bit of paper to a successful product and selling it to
the public. So we had to do it and fend for ourselves, as 
individuals.
You have mentioned this in passing but can I ask you more
specifically, what kinds of things do you think you learnt from
it?
Paul:- Just to study the outside world really, trying to get us 
to see the world from a different point of view. We were working 
on a study of 'Work*.
And did it?
Paul:- Yes.
Peter:- We can all put our ideas together and see which one is 
the best.
And you were able to do that in the mini-enterprise?
Nicol:- When we first came into this group in the beginning of 
the fourth year, we didn't, well, get on with each other really, 
we worked on our own for a while and this started us working with 
each other more.
Can I ask you how the mini-enterprise contrasts with the other 
lesson you dq?
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Peter:- I think this was better 'cause we could go out and do 
things instead of being in a room, we were out selling things in 
a shopping centre.
So you don't normally go out when you do your other lessons?
No
Was the experience similar to anything else you do in school? 
Nicol:- PE I think.
In what way?
Nicol:- When you play games you work together as a team.
Spencer:- Business Studies, that is why some of us took this 
'cause we couldn't get into business studies. This is as they do 
it at college, it is a bonus really. That's why we took it 
because of the similarity to business studies.
What similarities were there to business studies?
Spencer:- Business. In Business Studies you work out how to run 
a business, work on computers and that, although we haven't 
worked on many computers in City & Guilds, there are similarities 
to it.
Do they actually run a company in business studies as well?
Peter:- No
Spencer:- They've done research and they've done little projects 
and that but basically that was it. Actually a few of them 
wanted to do this.
Paul:- This course was designed to give us a look at the outside 
world, so Miss said.
And do you feel that's true now?
Paul:- In a way I suppose.
What role did Mrs. C. (the teacher) play in your mini-enterprise?
Spencer:- She played a very prominent part in it actually. She 
said go home, do some homework, decide on a name and make plans 
for it. We come back gave her our ideas of what we thought and 
she come out with 'Mini-co', she'd worked out where we sell, what 
we were making, where to get all the goods and all things like 
that, which I don't think she's suppose to do, but she thought 
she was helping. Which I don't think she did, because no one 
likes the name at all. Although she's a good teacher and that, I
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think we should depend more on ourselves. That's why we made 
people do particular jobs.
Is there general agreement with that?
Yes.
So you all went away to think out the idea but when you came back 
it was her ideas that were used?
Paul:- She wouldn't let us decide for ourselves at all as to what
we were doing. She always made our mind up for us all the time.
Do you think you would have made more mistakes if she hadn't done 
that?
Paul:- No
Do you think that you would have made better decisions if she 
hadn't done that?
Paul:- I think we would have learnt more through making mistakes 
if we had done it ourselves.
Nicol:- Each time she told us to go and think of the ideas we'd
come back then and she'd say she didn't like them.
What kinds of ideas did you come back with of things you could 
make
Spencer:- We wanted to name which was a combination of different 
peoples name or something like that. Hini-co was totally 
different.
Nicol:- We wanted something unusual something people would 
remember.
What about your idea for the products
Peter:- We wanted to sell sweets and .... well we wanted to sell 
sweets from that window, she said she thought that was OK. we 
went away and when we came back she said oh no we could sell 
stationary. The Headmaster had obviously said that we couldn't 
do that, we weren't asked if we wanted to do the stationary.
Paul:- We couldn't do that because at break times the cooks in 
the hall they sell doughnuts and that sort of thing.
Do you think that was fair because you often hear that 
competition is supposed to be healthy?
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Paul:- No sir. In the hall they, well if they don't sell 
anything they might have to go. So if no one went to them they 
would be out of a job.
If they had come clean and said to you, look if you do this some
one might lose their job. You are only doing this for a few
weeks but they will lose their job for ever, would you have
accepted that?
Spencer:- Don't trust anybody that's my motto.
Peter:- But if they were going to lose their jobs they'd try
harder so...
So you think your competition would have helped them?
Spencer:- Yes. If they brought money to buy Mars bars, they'd 
probably have money left over and they would take the money and 
buy something from their shop.
Darrel:- We would have made a lot more money if we had have done 
that.
Paul:- And if we had have done it, they (they kitchen staff) 
would have realised what they were doing wrong and they would 
have brought the same things in and different things. So they 
would make more profit and we would lose out.
So you think you could have helped them but you were denied that 
opportunity ?
Yes
Stewart:- I think that if we had of been able to sell the sweets 
more pupils around the school would have got to know about City 
and Guilds and that but not many pupils bought these (the 
stationary) it was more the teachers that bought them at the 
fete. If we had sold the sweets the pupils would have found out 
about it.
Was there anything else Mrs.C. helped you with?
Nicol:- She decided to put the money in the bank and spend it 
when she said, and we wanted to put it under our name. You had 
to have her sign it before you could take the money out. We 
didn't know exactly how much was in there.
Paul:- We wanted to share the profits out between us all, but 
Miss . didn't want to, she just wanted to put it in the bank and 
leave it there.
What has happened to the money now?
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Paul:- Its in the bank
Peter:- She said that the money in the bank was going to go 
towards the course and buy things for the course. As part of the 
course we are going to the Isle of Wight and I think the money 
should be spent paying for that rather than us paying again.
Was the question of what was going to happen to the money not 
discussed at the beginning
Kate:- We said that if we made a profit we were going to paint 
the room and make it look a bit better.
Peter:- That was her decision again wasn't it?
Spencer:- Yes she decided on the colour. We wanted way out 
vibrant colours and she decided on peach.
Although it was discussed at the beginning, what you wanted 
didn't come through? What would you have wanted to do with the 
money?
X. We all put something in we should all get something out.
If she had come up with the idea that some of the money could 
have gone to a charity and some towards your trip, would you have 
gone for that?
All:- Yes.
Can I go back to the banking business, someone mentioned that you 
had to go to see the bank. What was this all about?
Spencer:- Well me and Stu., when we got the money we had to...
Where did you get the money from?
Peter:- Well from all this, the loans and the mini enterprise and 
that.
You got £25 from mini-enterprise?
Peter: Yes and we bought all the gear from that and sold it and
the profit went into the bank. So we ended up going to the bank 
all the time.
How much did you actually take out as a loan from the bank?
Paul:- The bank gave us the £40 to start our business with.
Peter:- Well we thought that it was a loan at first and when we 
rang them they said that they had given us the money.
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So you had this £40 which you thought was a loan but was infact a 
gift, did you actually borrow any nore money?
Alls- No
What happened to the £40? Is it still there?
Pauls- No we used that to buy our stock to start off with.
So how much do do have in the bank now?
Stewarts- About £60.
So you've still got the £40 you started with plus 20 something 
£' s?
Alls- Yes.
Pauls- It was more, but we have taken some out to pay for the 
paint and all that.
Do you know exactly how much profit you have made?
Antonys- We did. Its about £23
Pauls- Its more than that. We did actually work it out didn’t 
we?
So when you were actually running your company did any of you 
actually keep any books?
Peters- Yes, I did.
Can you tell us how much money you made?
Kates- We think that its about £90
So even if you paid interest on the £40 you still would have made
a lot of money in 2 months? Not bad, you should have kept at it.
Spencers- That's what we wanted to do, but Miss said that wasn't
what we had to do just selling goods. We wanted to go on selling
the goods through the window, but she said no you've got to get
on with your project.
Did you put the idea that you could go on doing this in your own 
time to her?
Pauls.- We did it at breaks and at certain times at dinner time.
Spencers- By the time we started to get people to come to our
window (their shop counter) it all stopped. I thought that it 
was a bit dippy really, because it wasn't that it was
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interfering with any other school project. We were doing it in 
our spare time and we were making profits which would have helped 
towards our trip to the Isle of Wight.
How long would you have like it to go on for?
Spencer:- All the time until we leave. As long as we were making 
a profit it could go on for ever.
Going back to the role of Mrs. C in your mini-enterprise, was 
this the way she normally organised the lesson you have with her?
Spencer:- I had for history a few times and she was a bit 
overpowering, but I think she was excited by the City an Guilds 
course we were doing... she was excited. She was pleased to see
the bit and pieces we had in the paper.
Were you excited by it?
Paul:- Oh yes...
Can I ask you about some of the problems then. It sounds as 
though the company started up but there were problems. No 
company has a start up with no problems at all. Can we go back
to the beginning and can you think of the problems you had?
Stuart:- I think the first problem we had was electing a board. 
We had a manager, I was elected the manager.
Spencer:- He couldn't take the responsibilities.
So there were responsibilities?
Stuart:- Yes. Then there was a secretary who was Vicky. Nathan 
was the finance manager. And I think it was Paul who was the 
sales manager. Spencer was the production manager. Darrel was 
the marketing manager. Hadley was the caretaker but was promoted 
to the vice managing director, a meteoric leap. Towards the end 
of the mini-enterprise Nathan and Nichol worked together on the 
finances.
So did you come to elect this board?
Nichol:- We proposed and seconded people and had a vote on it.
How did you come to choose that method?
Spencer:- We didn't it, Mrs C. did.
Do you think that it was a good way?
Paul:- It was alright.
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Stewart:- I think it is probably the way they would do it in the
outside world.
Left to your own devices, how would you have done it?
Spencer:- I personally would have done it the same way actually.
Paul:- All people in the group were choosing Stewart as the
manager, because they trust him. But Hadley, we did trust him a 
bit but ...(laughter)
What about the money problems? No one seems to know how much 
profit you made exactly, so was keeping accounts a problem?
x:- We did know but it was quite a long time ago.
Did anyone help you with it?
Kate:- No I don't think so.
So that was something you had to do on your own?
Paul:- We did get some help from the bank 'cause they sent some 
guy, a manager to talk to us and help us with keeping the books 
and that. He really just talked to us he didn't do any of the 
working out or anything.
So you still didn't know much when he left?
Paul:- We did work out something because three of us went into a 
little room with all the receipts and we worked out much money we 
were meant to have and then worked how much cash we actually had. 
So we did work out exactly what we did have in the end.
Spencer:- Although we knew what we wanted to do, Mrs. C said may 
be jewellery, may be stationary we could decide ... tape 
change.•.
You didn't like the decisions being taken from you but how would 
you have done these things if Mrs. C hadn't prompted you by 
saying what about this, or this, how would you have liked the 
working relationship to develop?
Kate:- When we were doing the isle of wight project we told here 
we wanted to do it all, so she said all right, and it took us 
about a week to get things done.
Yes but would if have taken a week the next time?
Spencer:- You don't know until you get in that situation really. 
You can't really look into the future. We didn't know.
Xhe products. If you had been left to decide, would you have
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come up with the same products?
Peter:- We were going to sell just pens at first, and things 
people would need. But she thought ...
Spencer:- We were going to sell jewellery because Kate does it 
in her spare time and she knows how to do it and that.
This would be using skills you had in the group?
Spencer:- Yes.
Any other problems?
Darrel:- The main problem was trying to find somewhere to sell
our goods.
Zell me, who made that decision?
Darrel:- Mrs. C.
So where would you liked to have sold your products?
Paul:- At Kingsmead, but we sold quite a few of the things to 
teachers, but because we didn't keep an eye on the finances as 
well as we could, the products were often sold at a discount.
Peter:- She wouldn't let us count money, she would put it in the 
bank or put it in a drawer, or she would have it at home, we 
didn't see it at all.
Spencer:- We made our profits and we were told to put it in a 
drawer, not to touch it or nothing. She didn't even bring it to 
the lesson to tell us how much we had and that.
Paul:- If we asked about it, she'd change the subject and 
that... At one time she wanted me to close the account because
they were charging us at the bank ... what was it.
Darrel:- £1 was it?
Spencer:- They said they weren't going to charge us and they 
did, this £1, and she got in a mood.
How did you feel about that?
Peter:- The money wasn't doing anything in the bank we might as 
well spend it on something.
Is it in a deposit account?
Darrel:- Yes. We all wanted to put it into a building society at 
first but but Mrs. C. said no, because she knew someone from the
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bank, so we put it in there.
I think the reason for was purely because that was the way you 
got your £40.
Paul:- She was getting really ratty about the £1 charge but they 
gave us £40. So it wasn't really worth getting that bothered. 
We'll give them a £1 if hats what they want.
Its hardly worth giving you £40 though if they are going to take 
it back in 40 lumps though is it? When you were allocating roles 
in the company, did you gender come into the process?
All:- No
Darrel:- Yes it did. Well for the secretary, but that's about 
the only one.
Spencer:- Its all changed now because I am secretary to the Isle 
of Wight course.
Did you think that the company secretary's job was all to do with 
typing?
A l l : -  No.
S te w a r t : -  I  th in k  t h a t  we chose V ic k y  because she had th e  
n e a te s t w r i t in g  o u t o f  th e  l o t  o f  us .
Can I ask you very briefly what you would like to do when you 
leave school.
Stewart:- I'd like to be an electrician or something like that. 
Nathan:- I'd like to do something with cameras 
What do you mean video cameras?
Nathan:- Yes
Paul:- I'd like to go to the tech. to take one of their catering 
and management courses and then hopefully start by going around 
touring places and doing different types of catering.
Kate:- I want to do something with children.
Darrel:- I want to be a pro golfer.
Spencer:- I have no idea, but I'll be a millionaire when I grow 
up but I don't know how yet.
X:- I think I will go to college to take City and Guilds again 
because I want to get a higher grade as I think that helps,
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perhaps go to university eventually.
Vicky:- I'm going to join the police.
Peter:- I want to do a YTS course in mechanics or cars or 
something.
Y:- I thought I'd sit around and rob a bank.
Has this mini-enterprise given you the thought that you slight
actually like to work for yourself?
X:- Yes, but and can't think how this has helped.
Spencer:- If I did start my own business and its like this I 
don't think this would help me that much. I know we've got some 
good experience from it, but we really haven't done enough 
ourselves. If we started from scratch, like supplying our own 
name, completely from scratch with no one helping us at all then 
it might have helped.
Well at least it has helped you know what you have to do.
Spencer:- Yes, it has helped us work with the public.
How did your parent react to you taking part in the
mini-enterprise ?
Stewart:- I think that my mum and dad thought that it was quite 
good. It would give me a bit more insight into what I would have 
to do when I left school.
Scott:- My mum thought that it was quite good because it teaches 
you to mix with the public.
Nick:- They thought that it was quite good, because we were all 
working together.
X:- I didn't talk about it much with them really, so I don't 
really know.
Nichol:- They thought that it was good that I mix with other 
people.
Kate:- I didn't talk about it with them really.
Darrel:- My mum felt quite chuft about it.
Spencer:- Well my mum didn't know much about it and she was a 
bit weary really, she knew that it was part of the course. But 
she thought that it was quite good once she got to know about it, 
although she wasn't too keen on the teacher.
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Vicky:- My mum and dad thought that it was good.
Z:- I didn't tell my parents about it, but they were quite 
pleased when I was in the paper.
That all I wanted to ask really, unless anyone has something they 
want to say about their mini enterprise?
Spencer:- Don't tell anyone what to do, let them get on with it 
they will learn better.
So you think that you would learn better if you were making all 
the decisions?
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Comprehensive School - Organiser of a Mini-Enterprise
Can you tell me what we are looking at on the video?
Well this is the first time they were in their groups. We had 
done all the preparatory work and they are deciding what product, 
or service, they are going to offer. They are deciding what they 
are going to set up. They have done some work on their strengths 
and weeknesses. So that is a group of three boys. This is 
another group of three girls. This is the other group of four 
girls there. There were actually five groups.
How many are there in all?
18 students.
And how long have they been told they will be doing the 
mini-enterprise for?
They started about four weeks ago, so that will be six weeks this 
term, plus winding up, probably three weeks next term.
You mentioned that you wanted them to make something but one of 
the groups went towards providing a service.
This is the computer software hire service, yes.
So how long did it take them to get up and running?
They were a bit slow actually. I think that is the most 
difficult part actually, thinking what they are going to do.
This group we are looking at now were particularly slow to get 
started, probably because there were so many of them. It was a 
couple of weeks really before they formulated a reasonable idea 
really.
Why are they doing the enterprise project?
Its part of their business and information studies 6CSE. It 
actually takes up most of this term's work. There is a lead up 
to it, actually taking part in the project and a support 
exercise. Then they are assessed on their group contribution.
And they have to produce a piece of course work.
So the main thing is to actually get them working in groups?
Yes, in groups, and also to pick up some business ideas as well.
Does your role change in this unit of work from what it would be 
normally?
Well yes it has, but the BIS course is very much the teacher as 
facilitator. But in this activity particularly, you don't have 
very much to do once they get started, apart from helping if they
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need help, and pointing them in the right direction if they are 
not going the way they should be going.
Do you allow them to fail?
Well yes, because there are things that they do wrong as part of 
their group activity which they don’t get on with that's one of 
the main things. There are arguments within the group so you 
have to sort those out from time to time. You suggest things 
they could do better if they did it again, or if they still have 
time to do it. Or with the computer software hire, I did 
actually suggest that they made something, and they came up with 
the idea of a magazine to accompany the software. And with the 
software hire company, they made a mistake by not selling 
themselves any shares, so this week they discovered that they 
were not going to get any profit from their company, because they 
didn't actually own it. So looking at their authorised capital 
they hadn't sold all their shares so they were able to sort that 
one out, by buying them at a later date. So they got out of that 
one alright. I did point out from a legal point of view, if they 
didn't have any shares, they didn't have control of their 
company. They made quite a bit of profit, so now they have done 
quite well. So I suppose you could say that they had failed in 
that instance.
So did they only work in the lesson time or did they do some work 
outside that time as well.
We did discuss this before we started because it is up to them to 
put in as much time as they can as a group. So if they thought 
they were going to work outside of the lesson time they had to 
discuss that before they started. So they got what they could 
get done in the lesson time was done, and it was up to them if 
they wanted to use lunch times as well. So what they have done 
outside school, I don't really know. But they did have to come 
to a decision as to how much time they were prepared to spend 
doing it.
Do you think they have used any of the information they have 
gained from other lessons or BIS in their mini-enterprise? Have 
you seen any evidence of that in the video or else where?
From an IT point of view, they definitely have, they have used a 
spreadsheet for their plans. They have used the word processor. 
From the point of view of minutes and agendas, yes, they have 
used that previous knowledge. They have had to plan and layout 
their work before. What type of company they were going to be. 
The fact that they were a private limited company, and what that 
involved. In terms of the registration all the theory behind 
being a limited company, and how that operated and how companies 
performed.
You said that you used the co-operative video. Were there any 
other outsiders or any other stimulus involved?
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Not so much before they started. We had the group of seven with 
a stationery wholesaler. He's been in several times, you can see 
him on the video. He's actually been quite useful because he has 
talked about the retailing distribution and where he fitted in, 
and how much money they need to put on their sales from that 
point of view. They have been to the bank and opened up bank 
accounts. The bank manager was quite useful again and gave them 
folders when they opened their accounts and some booklets.
Which bank was that?
Nat West, because we had the forty pounds.
You mentioned just now the selling of shares. How did they get 
their money, was it all from shares?
Yes. _I told they they were only allowed to buy £5 worth 
themselves, each. They sold the rest to friends or families and 
they were limited to £2 each.
So how did you get things like the share certificates printed up?
I already had those I just had to chop them up. And when they 
came to me with their memorandum of association, when they had 
worked out how much capital they needed then I issued them with 
the shares at 50p each share.
How much money did they raise?
Between £30 - £40 they wanted. This is the pit fall the computer 
software company came to grief with, because they didn't want 
much start up capital. Although they said they wanted £30 in 
their articles of association but because they didn't want very 
much to start with that's why they didn't buy many shares for 
their company, which is where they went wrong.
So what other things are the other companies making?
This group here (on the video tape) which is three girls and one 
we haven't seen yet because she was absent. They are bands and 
bows and they are selling those scrunchy hair bands and making 
those types of thing. Then there is the larger group of seven 
who are doing the stationery, selling the stationery which they 
got from the wholesaler. Then the computer software hire. So 
they rent the rooms from me at lunch time. And the Classic 
Fragrances which was a mini-enterprise which I was sent through 
the postl A chemistry teacher obviously had this idea for making 
perfumes-. I actually have that sent to me, so that was one of 
the ideas I gave them before they started and that particular 
group latched onto that and said that was what they wanted to do. 
Whether it was because they didn't have to put too much 
thought into it because the idea was already there.
Did you have any contact with the parents before hand?
140
No I didn't.
And you have had no reaction from them?
We have had a parents evening this particular year where the 
students were selling thing and the parents all seemed very 
interested. None of them seemed to be worried about it.
Did the companies consist of all boys or all girls, or was there 
a mixture of both?
I did suggest that they might like to have both sexes in the 
group but they actually formed themselves into single sex groups. 
But when two groups amalgamated that's when we got the mixed 
group.
How did that work? Did they work reasonably well together in the 
group that came together?
There is probably a bit more friction in that group than there is 
in any of the others.
What between the boys and the girls?
Just more friction because the group is larger. Although there 
has been a bit between one of the boys and one of the girls. X 
is quite a strong personality. He takes control as you can see 
(on the video)
You mentioned the initial problem with the share capital. Were 
there any other problems that cropped up that they had to face 
and try to solve?
It took them a little while to realise that they had to pay for 
everything. I hired them the room each week in which they were 
doing it, this included any other facilities. I charged them 25p 
a week but they didn't see why they should have to pay for things
like that. And the group that was doing the hairbands didn't see
why they had to pay for the hire of the sewing machines. Once 
they got the idea of overheads, it wasn't too bad. The fact that 
I was going to charge them for photocopying was too popular. One 
group wanted to phone the man who had the idea of the perfumes 
but he was never there. They always wanted to phone during 
school time but the man was a teacher and that's why he was never 
there. So they had to phone him in their own time and sort
things out like that. They wanted me to phone him. So I had to
say that I wasn't going to phone him do it yourself. They wanted 
you to do things at first. But after a while they realised that 
you weren't going to do things and so they sorted things out for 
themselves.
How did they view what they were doing? Did they see it as part 
of their education or was it something different to them?
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They do see the connection between the two activities. Although 
you have to be careful because they do seem to think at times 
that the main purpose is for them to make money. The more money 
they make they think that that's the object of the exercise. But 
I did point that out to them, that it wasn't that at the end they 
ended up with a huge sum of money.
And they actually accepted that?
Yes, yes.
Did you discuss what would happen to the money that they made?
We have discussed it. I have told them that they have to have an 
A6M with the share holders when they wind up I have told them, 
well I haven't insisted that when they have paid their share 
holders back they donate some to charity.
Did you discuss the problem of tax or VAX?
I briefly mentioned VAT, but not in great detail because they 
don't have to consider that really. Corporation tax I mentioned, 
because I said that I would charge them corporation tax if they 
were not going to donate to charity.
Did they think what they were doing was realistic in terms of 
what goes on in companies?
Well, the one group of boys in particular were very well aware of 
what would be done in the real world.
What about you? Did you find this kind of teaching different, 
better, awkward?
No I didn't find it awkward. I think you have to put time 
constraints on the things they do, otherwise they may waste time. 
I don't think that you have to do it this way for the rest of the 
time. You have to get them to listen from time to time. Like 
going over the work, comparing the exercises with the real life 
situation. Covering what they would have to do by law. You have 
to re-enforce that really.
Do you think they were getting better at using the time towards 
the end? Or was it the other way around, or was there no 
difference?
The large group don't seem to be handling it quite so well.
There are a number of 'floating bodies' that aren't so well used 
as they might be. I suppose that's because the task they have 
doesn't involve that many people. The smaller groups are 
probably better. They haven't got so many specified jobs for 
each person. We have actually said what their roles are, there 
is not that much work to do. They seem to think that if that is 
their job, they think that they haven't got to do anything else
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just that.
As a result of doing this, and perhaps business studies, have any 
of them said that they would want to do this when they leave 
school? Start their own business I mean.
Once again, the group with the three boys. They have said that 
this is what they want to do when they leave school.
Do they feel that this has actually helped them prepare for 
leaving school and starting their own company?
Its been part of their preparation, but a few of the group (the 
class) also belong to Young Enterprise. Doing business studies 
has helped them with that and vice versa.
What's that they are doing? (looking at an activity on tape)
That's the magazine I suggested that they might do. This is one 
of their lunchtime sessions. They charged them to come in and 
use the computers. I didn't really want them to just stick to 
that. I wanted them to produce something, and they came up with 
this magazine. I think they have learnt a lot this particular 
group. They had to keep some kind of security on the discs.
They found it difficult to keep track of them and lost some.
They had to employ a security system where they made their own 
disc and the pupils changed theirs with them.
Do you think as a result of what they have been doing it will 
give them a better focus for the rest of their work in school or 
is that just wishful thinking?
It might be. After my observation of the group I had last year, 
when I got them in January (the term following their 
mini-enterprise) I found them not so well motivated after they 
had spent such a long time working as a group. When they came 
back to do their 'normal' work, they found it difficult to settle 
down.
So you think it could have a negative effect?
Yes.
That's interesting. Do you think that it's similar to work 
experience, in that they come back from that a little unsettled?
Yes they do don't they. They just find it difficult to settle 
down to.proper work again.
Do you think that might be a comment about what we call proper 
work?
Yes. (laughed) I also don't think they think it (school work) 
will be useful to them when they leave school.
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They can waste time doing this (ME) if they are not careful. 
You've got to keep them on top of things.
Do they see that?
Yes.
Was there somebody in charge who would have noticed anyone not 
working in the companies?
They were very concerned that people within the group did pull 
their weight. So you (the teacher) had to try not to interfere, 
just act as an arbiter if required. This group here (points to a
group on the video) had a girl who wasn't always here and they
(the pupils) would come to me and say X doesn't do this or 
doesn't do that, its not fair. But they have probably sorted it 
out quite well themselves.
Bow did they get their money from school to the bank, or didn't 
they bother?
I suggested a bank account right at the beginning, especially if 
they had a lot of cheques to pay in. Now a lot of them have
quite a bit of money. So I took them down the first time to open
their bank accounts, but it was their responsibility to look 
after it after that. But there is one group that hasn't bothered 
with a bank account. It became difficult for them at one point 
because they wanted me to write them a cheque. They wanted to 
give me the cash but I said that I wouldn't do that. So then 
they tried the school and they got it in the end. But I 
suggested that if they had their own account they wouldn't have 
the problem the next time. That was the only group that hasn't 
opened a bank account.
In terms of the lessons you were more of a facilitator than a 
teacher, but what about the preparation? Was there a lot more 
work to be done before lessons?
Only from the point of view of doing the necessary lesson 
preparation leading up to it. But once you have done that it 
doesn't involve that much work.
So from your point of view, a success?
I think they have handled it very well. They have been very 
keen.
So it has helped their motivation?
They all said that they had enjoyed it, but they haven't quite 
finished yet so ... They don't know whether they have any debts, 
I don't think some of them will have made very much. But its 
been a good exercise.
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What about the nitty gritty of keeping records, presumably that's 
one of the thing they have done carefully?
Well yes, they have kept good financial records. These will be 
part of their portfolio, particularly the financial director.
You made the point just now of charging for rooms, but did they 
understand the concept of overheads?
Yes. They had to look at their flexible variable costs and work 
out their money so they knew where their break even point was 
when they started to sell their products to make money ... and 
hopefully profit.
What about paying themselves wages?
They could have done if they wanted to. But I suggested that
they didn't really home in on that idea.
So really are you saying that their profit were real, with the 
exception that they didn't pay themselves?
Yes. The three boys with the computer software business want to
pay them selves wages as well. They tend to be more towards
making the money that the other groups. Once they realise that 
they had to but their shares, they also asked if they could pay 
themselves as well. But they can't have everything. If they 
paid themselves wages, they wouldn't have much to pay out as 
dividend.
So of all the groups, which do you think was the most 
enterprising?
They all have their pros and cons. The boys with the computer 
software have learnt quite a lot, they did go wrong in some 
areas. This particular group with the bows, they have been good, 
from the point of view that they have made something and sold it. 
They sort of plodded along, they are probably not going to make 
too much profit but they worked out their fixed and break even 
and they know when they will start making profit. Their product 
is packaged nicely. This group (on video) has been floundering 
but I think that's because there were too many of them and they 
have taken their time getting started. I had suggested they make 
something, and it was thinking about this which wasted the most 
time. X the financial director doesn't do anything else and 




KIDDLE SCHOOL - Organiser of mini-enterprise
Could you start by saying briefly why you started your mini- 
enterprise?
About four years ago, I think I decided that it would be 
good for the school to move into what was new at the time, 
but something that had been spoken about in the television 
and the newspapers. I thought that it would be a very good 
active learning situation. Because the humanities project 
at the time was entitled, 'How Britain earns it's living', 
we thought that this would be a very good way of getting 
that over. The head chatted to the Year Leader of year five 
about the idea, who was horrified, but after several 
meetings we decided to had a go. We happened to have at the 
time two or three new teachers, and my self in the CDT area, 
all women, and we thought that it would be quite fun to do. 
So we had lots of meetings after school and read what we 
could find about it, and came up with how we would organise 
it for the first time. Since then of course it changes 
every year, we add bits and take bits away. But the school 
is very child centred and we do think these active learning 
situations are worth while.
With the National Curriculum now talking about elements of 
economic awareness, how do you think the ideas fit in?
Yes, it fits in beautifully, we don't know how (the county) 
are going to organise the assessment of CDT but it looks as 
though the activity would fall in very neatly into the 
existing attainment targets, as I see them in the National 
Curriculum document.
And do you find that the children have a better 
understanding after the activity than they did before?
That's difficult to know, we hope they do. But a lot of 
them do have a great deal of knowledge and an awareness of 
what is going on. We do do an evaluation sheet which comes 
along afterwards, which does show that they have learnt 
something. Not necessarily about economic things, because 
the main reason is more of a social project, in that they 
are learning how to cooperate, how to overcome boredom, how 
to try and organise their own day, how to he helpful and 
kind to people, and overcome difficulties. And these we are 
very aware that they learn. Yet, many of them do understand 
a great deal about economics and the principles behind it in 
the end, but there are still a lot who don't. Hopefully the 
upper school will pick this up in a few years time.
In terms of it being an active learning situation, is it the 
only one the students would encounter, or is it one of many?
It is one of many but it is the one that's most child
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organised I supposed. They are responsible for their own 
learning. We set the ball rolling and set them off in the 
right direction and then we try to keep our distance and not 
interfere unless they really need us. There are others, 
like the games situation and the world feast day, lot of 
those sorts of things dotted about the place in humanities.
I remember when you looked at the video you mentioned that 
you were alarmed at how many times your voice carried over 
what was going on. Were you actually surprised when you saw 
the video at just how much you were involved, or was it just 
that you were being a bit sensitive about that?
I think this was at the end of the day when it was packing 
up time, I don't think I interfered too much during the day, 
but being a CDT teacher, and as the mini-enterprise 
companies were largely based on things that the pupils made, 
there were many situations where the pupils needed my help. 
They come up with a lovely idea, which in theory they can 
make', and then they have technical problems so they do come 
to me and although I do try to say get on with it yourself,
I find I have to come back and say, what about trying this 
or that, or have you considered this. But in the video, 
well you saw it, itf'was me saying that belongs there and 
this belongs somewhere else. Look at the mess in the sink 
and so on. So yes, tidying up at the end of the day 
children are not very good at. I know they have been 
organising themselves all day, they get very tired, they 
really do get tired! And they get lazy and sleepy and they 
still have the view at this age, well at any age, that I 
personally did not put that piece of paper on the floor, so 
its not really my responsibility to pick that piece up, so 
unless they know that they made a certain piece of mess they 
are always reluctant to deal with it. I don't know what the 
answer is, because I would like to stand right back and say 
nothing, and say well its ten past three, inspection time, 
and let them face that, perhaps they would get better.
What do your colleagues think about this active learning 
opportunity?
Quite supportive. I think people who are doing it for the 
first time are a bit worried, a bit anxious. One colleague 
found it difficult to hold back. It was difficult for him 
to stand back and not be involved, he's such a kind person 
and he was very anxious to help. So if he found a group who 
didn't have some materials they needed, he would try and 
find some, or get some himself, or say ... just a minute I 
know where there are some, and pop out and get something 
from the cupboard. Now he is much better, and doesn't do 
that.
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Do you think that the active learning the pupils have done 
in this project will help them take on active learning in 
other projects, help them with their confidence etc,?
I think it's difficult to tell, we like to think that it 
will help them. After a mini-enterprise we go back to a 
normal timetable. With various activities, the year group 
had five weeks off a normal timetable. After that, they 
slipped into a normal timetable really easily and they 
seemed to be much better than before when we went off 
timetable. They have been delightful, well, they were a 
really good year group before, but now they seem ... more 
responsible, more friendly with each other. There has been 
a very noticeable difference this year.
Do you think that they would prefer to work in that way all 
the time, or some of each type of teaching and learning?
In the evaluation where we did ask at the end, three 
pointers that would make mini-enterprise better next year 
and a great many of them said that they would like a longer 
period of time doing it. I think that its a super project 
but the children get tired. They get tired of organising 
themselves and they get tired of thinking, what shall I do 
next. Many of them, the real high flyers, are allright, but 
the average and some of the lower ability do really not know 
what to do for themselves if it was in all subjects all the 
time.
You say they were tired. What was the parents reaction to 
the project? Did they notice anything different?
Oh yes, I had a mother who came in last night who said that 
her child came in cross, and kicked the cat, saying she 
hated the project, that it was awful. But they're in the 
next day and they have to go and fight the battle yet again 
and at the end of the project all the parents say that they 
think it's fantastic and it's been so good for their 
children. I have not, in all the years we have been doing 
it, had any adverse comments from parents. They are aware 
that the children are tired and sometimes over anxious. 
Sometimes they do take the responsibility to heart. Perhaps 
if they are in a company and things are not going quite 
right, they go home and do a bit more than they aught to, 
more than they would do normally, because they feel the 
responsibility is on their shoulders. Others take as an 
opportunity to say, well its not real work so we don't have 
to do anything. But again we have a bit of a control over 
that because they have to keep a diary and they are supposed 
to spend 40 minutes a night on their diary. The consultants 
look at their diary each day and if it is not up to 
standard, they are required to go into the quiet room, its 
called the 'sin bin' these days, to catch up. But you have 
to be careful that the children don't do their homework
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purposely so that they can spend a quiet hour in the quiet 
room catching up.
How do the parents react to that?
The parents are allright. One of the parents did react this 
year. She came to school and said, you ought to see how 
much research my daughter did trying to find out information 
about her project. This is a girl who is generally very 
good, mum thought she had too much to do. We didn't think 
she did but she had chosen to work on something with another 
girl and consequently did end up with a lot to do.
Going back to the companies. Every one of them made 
something. Now in a recent edition of the Time Educational 
Supplement, there was an article which was very dismissive 
of mini-enterprise suggesting that they only made second 
rate products which parents and friends were expected to 
buy. What was your impression?
Well, I quite like the idea of having a mini-enterprise 
which provides a service, but it would be just too difficult 
to monitor the whole year group. The smallest year group is 
100, the largest 150 and that is too large for them to be 
out in different parts of the school, or even outside the 
school providing a service to the public. We just couldn't 
contain ... we would run into all sorts of insurance 
problems if they were washing cars or helping in a play 
school. They did a project where they helped a play school 
in their third year, but we thought that it would be best if 
we kept this having ... a financial background if you like, 
because it links in with their humanities work. Funny 
enough, we did try this year, not to over emphasise the 
profit element. Some of the companies sold their products 
and paid their loan back and could have sat back and said, 
well we've done our bit we've sold our products paid our 
loan back, we can just sit back and ride out the last three 
days. They needn't have used more money to buy more 
materials in the last three days. We did say that we would 
like to have some awards, we would like to have some money 
for a celebration, some money for a disco and we would like 
to give some money to charity, so part of the enterprise 
idea is making a profit. To see have they would use some 
money and make it grow. Rather like the parable of the 
talents. They were given their money and they were 
encouraged not to bury it, but to try and make it grow.
The use by certain politicians of the word enterprise has, 
in some peoples' eyes, given enterprise a bad name. Was 
there any reaction to the concept of encouraging pupils to 
make profit? Some of the groups borrowed money from a bank, 
and in the case of one group, they made a huge profit. How 
do you feel about this?
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Well, I link in their adult lives they will need to borrow 
money and I think you have to be careful you don't encourage 
them to get themselves into an H.P. syndrome. But I think 
it is a fact of life that a business can't go very far 
without having to borrow money. Then I think its a case of 
ensuring that they understand that borrowing money is a 
responsibility and because we charge them interest, they 
understand that borrowing money is expensive. The amount of 
interest we charged was quite high and it persuaded them to 
pay the money back quickly. I think a fact of life is that 
not everybody can be in a j ob that can generate money, 
there are a great many jobs that are a service, and various 
jobs have to be financed from other people's profits and I 
think that is the bottom line really. Not that you have to 
make individuals wealthy, but you have to support the whole 
community. There has to be money from one venture that can 
support another where there is not money to support it. I 
don't know if that goes against what other people think, but 
having run our own business (with her husband) and having 
nearly gone bankrupt, it occurs to me that people who do not 
have to make a profit do not understand how the world runs. 
It is absolutely necessary to make a profit, not to make 
yourself wealthy necessarily, but to keep the wheel of 
business turning.
I've been here several times now whilst the children have 
been doing this activity and they always seem to be well 
motivated. Do you think that this activity motivates them 
better, than say their normal activities, even though they 
are active in those lessons as well?
They are, they are generally active in my lessons which is 
CDT, but they are also active in humanities and PSE. French 
is active as well. So to many of them, this is just another 
adventure. There are a few who feel that something is not 
worth doing unless you get paid for it. I feel they enjoy 
enterprise, except those children who have organisational 
problems, who have friendship problems. People who are 
handicapped by their personalities. Those are the ones who 
we have to help quietly and encourage more than perhaps the 
majority of children.
Do they pull in experience from lessons outside their mini­
enterprise?
I think they do tend to see things in boxes. Sometimes when 
they are struggling with something, I will say, don't you 
remember when you did this in ... and they say, oh yes. I 
don't think they easily apply their previous knowledge from 
other lessons.
One thing I have seen this year which has worried me a bit, 
is some companies taking ideas from last years mini­
enterprise and trying to translate them exactly as they
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were, without realising that some of those ideas are not 
very good. They look at the personalities from last year 
and they say, they were great we'll do what they did, 
without looking at the product. I do think they try to 
apply lessons but I don't think they have much success.
You say that one of your objectives is to develop social 
skills. Do you find that the pupils cross friendship groups 
or do they tend to stay in their groups?
A mixture. There are some who stay together and there are 
others who go across classes, perhaps with people they know 
outside of school. There is a big variety, I should say 
about 60% stay in friendship groups. Interestingly, this 
year there are a number of groups where there are four 
friends and they have pulled in another pupils into the 
group.
Do they work better when there are friends together or when 
they are just pupils from different classes?
I don't think there is a general rule. Where there is 
ability they seem to be productive but if you have one or 
two who gossip or who are disruptive, then there tends to be 
problems. Our biggest problem last year was a group of 7, 
not all friends but say a 2 and a 3 and so on. That was 
really hard. Two brilliant girls who suffered because of 5 
pig headed boys.
I was going to ask you about the gender mix. Was that a 
problem or was it just a feature of the way in which the 
groups generally came together?
It seems to be something that happens naturally, you tend to 
see girls sitting together and you see boys sitting 
together. When you go into assemble, you don't say boy line 
up on one side and girls on another, when you give them a 
choice of where they may sit, the boys sit together and the 
girls sit together. There are, this year the signs of boy 
friends sitting with certain girls.
And do you perceive any difference in performance of 
companies by gender?
Yes, in that the girls involved tend to be neater and 
attempt to do things properly, boys on the other hand, tend 
to be a little more 'slaphappy', particularly with 
presentation. The girls' work generally tends to be neater. 
The girls pay attention to quality control. The boys often 
come up with a bright idea, but when they make the product, 
it tends to be of poor quality and we have to go back and 
establish someone to look after quality control. The girls 
illustrate their work beautifully, with the boys, its a 
quick scribble and that it. To a certain extent, that is
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reflected in their generally school work anyway, I don't 
think there is anything special in this respect about mini- 
enterprise. The girls do take it a little more seriously, 
they listen a bit more in their meetings, they tend to have 
their chairman and their minutes written out properly, not 
all of them but most. With the boys, its a; anything to 
report today chaps, lets get on with it. I suppose in that 
situation, it's play acting to please the system.
That was well illustrated in the video.
Yes, boys are far more casual about it.
Do you think that this experience will have any influence on 
the future subjects the pupils will focus on or possibly 
future careers?
I think that they are a bit young. I think some of them 
think that they might build on the experiences they have had 
later. In the evaluations we ask what role they have played 
and if they would like to hold a similar role in future. 
Those who say they have been managing directors say, yes I'd 
love to be managing director. On another occasions, you 
have a child who has been a managing director and who says 
they hated the role and certainly would never want to be a 
managing director. Some of the bright pupils see through 
the question and give a perceptive view of what they would 
like to do do in the future, others simply take it at face 
value and give you a direct answer about their mini­
enterprise experience.
I realise that you have a lot of expertise in school now but 
did you use any adults from outside?
We have used AOT's in the past, but this year we sent a 
letter explaining about what we wanted to do. We asked if 
any parents who had experience of industry or commerce and 
who could spare the time to come in to get in touch. We 
didn't have any response at all except for one mother. In 
the past we have had a bank manager and others who helped.
I would like to have more. I don't know that its a good 
idea to have people from outside who come in and talk to the 
children, we have toyed with the idea of taking them out to 
see people in industry, but its such a mammoth task, plus 
the cost.
What do you think will happen in future years? Do you think 
the mini-enterprise will go on?
I think it will change a bit. We'll discuss what went on 
and what was good and possible changes. But I think it can 
cover a great deal throughout the curriculum. I think we 
will modify it according to the staff involved.
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Does the school itself get anything out of the mini­
enterprise? You mentioned the active learning going on but 
is there anything else?
We have had some publicity, we are keen to show that this is 
a good school. There are some who are reluctant to promote 
the school in this way, but the bottom line is that we need 
to do what others do. But despite the reluctance there are 
those who feel this is positive and helps the children. We 
have had some letters from parents saying how much their 
children enjoyed the project and how impressed they were 
with it.
You didn't have any parents saying that this was just an 
excuse for teachers to stand back and do nothing?
No, there is a great deal of organising that needs to be 
done before the project can go ahead and I think the parents 
realise this. We are always there to advise and we have to 
continually monitor the paperwork the children produce.
If you had a direct line to the CEO and could ask for 
additional resources for this project in future what would 
you ask for?
I'd ask for transport to get the children out to see various 
industries. I'd like a register of firms who would be able 
to allow visits and would welcome the children to see what 
they did. Perhaps some teachers to help us organise various 
projects, perhaps secretarial help to enable us to organise 
visits. I think it would be lovely for the children to have 
the experience of looking around a well organised factory 
and not just the local ones because they happen to be near 
the school.
Why not well organised small companies?
Well, a small company cannot afford to take on people with 
certain disabilities, they cannot afford to take on people 
with bad attendance records. As a small business you just 
can't afford to, as a small business you just have to fight 
for survival. If there is someone who cannot keep up 
because of some handicap, or a worker who has a negative or 
stubborn attitude, a small company cannot absorb such a 
person, they would just go under. And I do feel that some 





MINI-ENTERPRISE ORGANISER - 6th FORM COLLEGE
First, can you tell me why you chose to become involved 
in a mini-enterprise?
Originally, the motive was that I was teaching CEE 
English (that was), 'O' level language (that was), and in 
order to get students to write, or to talk, or construct 
assignments. But not like, what did you do last 
Christmas?, type assignments which they had no interest 
in. The consequence was that you began with poorly 
motivated students and unless they're intelligent enough 
and resourceful enough to self motivate, you really do 
achieve very little. My main reason for being involved 
in an enterprise project was to achieve the same 
objectives I have always had as an English teacher, but 
hopefully to go further and achieve others, through the 
students being involved in something which motivates 
them.
You say there were other objectives, what were they?
They were various, but at that time and I'm talking six 
or seven years ago, there was very little that the 
students did that was collaborative, and yet nearly 
everything they do in working environment will be 
collaborative. We were clearly failing a number of 
students who came through our college, because we weren't 
preparing them for a working environment and were simply 
allowing them to work in a friendly educational context. 
This particular enterprise project, the Multi-snack 
project, is superb for preparing students for the work 
environment. The team building aspect in particular.
In many ways they are involved in a very specialised bit 
of the work environment, retailing* Did you see any 
disadvantages to that, or was the Multi-snack experience 
just a means to an end?
I think you have to put it in the context of the complete 
course they are doing. If a student enrolls to do a CPVE 
course, Multi-snack will be just one of three enterprise 
projects they will do, and certainly we have enterprises 
which involve them from the instigation of the idea, 
through to the marketing and sales of the product.
What Young Enterprise?
No, not YE. The course is flexible enough to allow us to 
build in other enterprise projects. For example, you 
know the art and design students use those large folders 
made out of corrugated plastic? We had an enterprise 
last year where they made 100s of those things, that 
undercut, with quality production, shop prices by more
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that 50%, and were therefore supplying the whole college. 
And we could have had outlets in other colleges if we had 
wanted. Now that idea came from them. They did the 
market research, they did the lot. Now the Multi snack 
enterprise is a different thing, it's much more limited, 
but within it's limits, it has a more attainable 
objective. It's a given project, they don't decide 
whether they do it or not.
Were there differences in the way the students approached 
these two types of enterprise and other subjects?
That's quite a difficult one for me. If you take that I 
have been taking recently. I take 'A' level 
communication studies, and the answer to your question in 
relation to that is, no it isn't. 'A' level 
communication studies requires, if anything, a teaching 
style which is more of a facilitator than any of this 
enterprise work. Largely because you have a situation 
where how ever many students you have in your group, 
there is still a number of different things that they are 
doing. But it is a new 'A' level, and for example it 
meets all the four criteria except modern foreign 
language, which you could think of, if a teacher had the 
capacity to do it, integrated into it. You could make 
'A' level communication studies a core curriculum if you 
chose to. 'A' level English literature, I think the 
differences in teaching methodology are less extreme than 
you would imagine now, in that we are dealing with a 50% 
coursework course with 25% based on unseen passages.
Never the less, almost all the teaching time, we are 
around a desk with the students, and you are engaging 
with the students in a relatively informal, except that 
the wrong word, way. But I don't think that in terms of 
the relationship between teacher and student, I mean the 
content is different, but I don't think the relationship 
is. And of course I don't teach any GCSE.
Were there opportunities for youngsters to utilise the 
experiences they already had?
I think that is a question that staff at colleges are 
less able to answer properly than they ought to be able 
to. If I was being really honest, I'd have to say I 
don't know, because I'd have to say I don't know what 
those experiences were. I would have thought that this 
particular project, well I know that with different 
groups of students, this is the third year I have done 
it, and I do know that the group we had through this year 
were • •. appeared more happy working with other people as 
a team, than the group did that began it. (3 years 
before) But the kind of issues you are focusing on 
there, to do with progression and transition pre and post 
16, the honest answer is, that there isn't much
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cross-fertilisation of teaching styles etc. going on. I 
think I know more about what is going on in the schools 
than the majority of my colleagues, by virtue of the job 
that I have been doing. But I still don't know enough to 
answer your question with any degree of certainty.
At least two of the member of the mini-enterprise we saw 
on the video, to my certain knowledge, had a similar 
experience last year. Were you able to notice that in 
your work with them?
One thing that needs to be pointed out about that group 
we took on this year, is that they didn't achieve a great 
deal in terms of qualification prior to entry. X for 
example was an extraordinary complicated young man 'to 
deal with. He reacted erratically to almost everything 
through the year. He had good days and bad days. He had 
a long period of time where he cut himself off from the 
rest of the group and didn't participate. He couldn't 
concentrate at a board meeting for more than a very, very 
short period of time, and yet from time to time, you 
would find him in college, hours after college had ended 
tidying up the shelves in the vending machine. We were 
very worried about putting him out on a work experience 
placement. We offered him a lot of support, made visits 
to the company, and he was magnificent. Thinking 
particularly of the group we had doing their project this 
year, he was one amongst many pretty complicated people 
who needed a lot of help. I mean, this isn't a main 
stream group of student who are typical of the college at 
all, and I think every one of them despite their past 
experiences and the abilities that they had developed 
through school work, they all needed the opportunity to 
be given this space. I think the other advantage to the 
way we are running this is, that we have managed to 
expand the constraints of the timetable a little bit so 
that when they needed time to do something on this 
project, they always had it. It's integral to the 
course, and if they could justify taking an hour over 
doing something with permission, then they have had that 
time. Now I think they needed this space, they needed 
this time. Take the first time they take £150 out of the 
machine and they get a bill for £400 for a stock order. 
They are dealing with really enormous sums of money. The 
first time they get the money out of the machine they 
take it back over here. They say, 'Why don't you come 
with us?' I always say no, you count it. That's what 
they need. In the first year we made a profit of £800. 
Last year we made a loss of £60 and this year we made a 
profit of £150. I know we have lost money and I'm happy 
with that, no, that's not true. I can accept that, 
because I have to be happy because my role wouldn't be 
that of teacher if I wasn't. I have to be happy to allow 
them to bring £150 here and count it and trust them to
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get it right. One has to accept that this is a group of 
students one might think twice about letting them do 
that. So in terms of personal and social skills, social 
and life skills. I think we as a team of teachers are 
running the enterprise with that uppermost in our minds.
One of the reasons one might put forward for running a 
mini-enterprise is that it teaches the students economic 
awareness. Do you think that was one of the features?
I don't think it was as much a feature this year as it 
ought to have been. As it was in the best year that we 
ran this. But there is no conflict in running it with a 
social and life skills emphasis and running it with an 
economic awareness emphasis, the two go together, there 
is no conflict there. I think that my propensity as a 
teacher is to focus on the social and life skills 
aspects, maybe, to the exclusion of the economic 
awareness aspects. When I did it corroboratively with 
'Y', we did it better because we complimented each other 
and what happened with that group was that 'Y' would 
focus on the economic awareness elements and I would 
focus on the group work PSE emphasised and it went very 
well. This year, I mean clearly the economic emphasis 
hasn't been ignored and quite clearly through a lot of 
numeracy work they've managed the accounts and attempted 
to balance the books. But there is more in there than we 
got out this year, certainly.
How involved were you in the company? Clearly you wanted 
to be a facilitator, but did you have to get involved 
directly?
Certainly, yes. To begin with the anecdotes, we had a 
situation of theft with menaces where a lad, or a group 
of lads, approached one of the company when they went to 
fill the machine up. They said, 'If you don't give us 
that box of drifters, you'll know about it!' And they 
gave them them, and it took them a fortnight to tell me 
what had happened and then they only told me because a 
stock check revealed that they were 48 drifters short.
In that kind of situation we obviously talked it through 
to try and make sense of it, but in the end I had to go 
and sort them out. So, in that sense I did get involved. 
In the sense that there is a limit to mistakes you can 
let them make, I knew what the stock orders were before 
they sent them in, because there was a chance of £400 
being spent and once they had made the committement there 
is nothing you can do about it. So I had to get involved 
to that extent. I attended all the board meetings and 
our chairperson needed a lot of help in terms of 
structuring meeting so that people listened to each 
other. It was quite obvious that the biggest failing 
that any of these students have is the ability to listen
157
to anyone else. And 'T' who left early, (on the video), 
was a typical male student in a group like this. He was 
quite happy to go any fill the machine up, count the 
money, go to the bank. But he was most unwilling to sit 
down and listen to what anybody else had to say. So it's 
all very well making another student chairperson of the 
meeting, but that doesn't mean that anyone else is going 
to listen to that student. I think where I have failed 
with the group this year is to do with students like 'R', 
who was always going to be somebody who wasn't going to 
volunteer to participate in anything. She's the kind of 
student who hides in groups. And she needed support and 
she needed me to find a way she could take on a role with 
some kind of responsibility and I didn't, I couldn't. I 
didn't give enough thought to it, I didn't realise until 
the end of the course that she had drifted through. So I 
do know that there was somebody there who drifted through 
the whole year who I could have done something for, and 
didn't. I feel a bit sad about that. I think it is very 
difficult to combine in an enterprise project the need 
for them to be an efficient working unit and the need for 
different member of the group to have different roles and 
responsibilities. When the students know who is capable 
of doing the job and doing it well, then as teacher, it 
is difficult for you to intervene and change things 
around and put someone in a position who is going to be 
less good at it.
You said that one of the reasons for doing the enterprise 
was to help with student motivation. Yet it seemed to me 
that many of the tasks they were doing were very 
repetitive. How do you square that?
That's a very interesting one. At the beginning of the 
year three tran ... followed the same pattern. The first 
six weeks are marvellous, its very exciting. They've 
opened there bank account, they've got to get stock 
orders in, they've got to fill the machine, 
representatives from Multi-snack are coming in to give 
them some training in how to do it. There are a lot of 
things going on. The machine will break down, the change 
machine will break down. They don't quite know what they 
are doing so it takes them a long time to do it. So 
those things by the end of the first six weeks don't 
become repetitive they are exciting. Board meetings are 
even exciting during the first part of the course. Its 
the period between the end of the first term, from 
Christmas. The first term is too long and the we break 
it up by putting in a four week work experience, but its 
still too long. And by Christmas they have had enough of 
the vending machine ... some of them. Then you're in a 
position where it does need restocking regularly, daily 
ideally. Certainly every two of three days. The money 
need emptying and taking off the premises every Friday,
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and its a repetitive job. I think it is possible to keep 
students motivated, particularly students who have been 
out on a four week work experience. Particularly with 
students who are going to be looking for employment 
immediately upon leaving college. But one of the things 
that has to happen is teachers have got to find the time 
to sit down and talk with them and listen. Funnily 
enough, although the students will complain about how 
boring some jobs are, and although it's motivation in a 
different sense to the motivation seen during the first 
six weeks of the course, it's quite an interesting 
context to talk about with them. We have problems with 
people who are hacked in with the • • • • this year • But I 
think it's real, that's what matters. Its real money, 
its real stock and they get a lot of support from 
Multi-snack as well.
Normally companies make profit, as this one did, what 
happens to this profit, and who decided what happened to 
it?
When the first group made £800 we didn't know what was 
going to happen at that point. They made £800 and that 
worried us a bit because quite clearly we could just 
divide the £800 between 8 students. With profit this 
year, what was said was that on this Multi-snack 
enterprise they could determine how any profit was spent. 
And they have. But other enterprise projects that have 
been run, they have been able to take money away from it. 
So basically so far as what's in it for them, is that the 
performance in the company as assessed by their 
continuous assessment and their profiles. They knew that 
their successful involvement in this project was 
important if they were going to achieve a successful 
grade at the end of the project, and that was important 
for them. It would be interesting to know if we had let 
them keep the money whether they would have made more, 
but we didn't.
You'll never know.
Well, they did make £800 in the first year and it must be 
possible to make about £1000 or so ...
Obviously, they did meet some adults other than teachers, 
the bank manager, the rep. from Multi-snack. How did 
they handle that situation?
The banking bit, not awfully well. They tended to clam 
up with the bank manager and it was a highly embarrassing 
session. So communication was minimal, and he had to 
initiate what ever did happen. With the Multi-snack rep. 
excellent. I think one of the good things about this is, 
that Multi-snack would give you a monthly visit if you
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wanted it. So the Multi-snack rep. attended the monthly 
board meetings. And in the past, not this year but in 
the past, we've had some classic situations. The first 
rep we had, appeared in a brand new Cavalier estate with 
a pin striped suite and a filofax, and was about mid. 
twenty's. He came in in September and attended a few 
board meetings and he came in before Christmas and he 
told me before the meeting that he had got the sack. I 
asked if he would mind telling them. He said he would. 
They were astounded, largely because of his image and the 
way he presented himself. That spoke success to them.
He told them the honest truth. He went through with them 
how he had to meet his targets. He told them if he 
didn't reach his targets he got the sack. He told them 
they were in a similar position and they learned that 
having a Cavalier for two months, and being able to dress 
well may mean nothing. And they learned a hell of a lot 
from that about reality. What followed was even more 
interesting. In January when the next rep turned up.
And here I run the risk of being sexist myself, the rep. 
was a really beautiful woman, very young, very glamorous. 
The lads found it quite hard to handle, and the girls 
reacted very aggressively towards her. She had much more 
difficulty establishing a credibility with the group, 
than her predecessor. Yet when she left from her own 
volition a year or so later, she had been far more 
successful than he had, and as a model for the students, 
she was interesting. Because we get to know the reps, 
quite well. So having somebody in from outside is 
valuable and the other companies we have run have all 
learnt from people who came in from outside. The thing 
about these groups is, that from one year to the next, 
you really can't tell what kind of personalities you'll 
be working with. In the year we made £800 profit, half 
the group were special needs students. But they were a 
particular kind of special needs student. They seemed to 
have a special need to make money! They were people who 
were highly conscientious and were humble a lot of them. 
Where as this year, we have had one or two people who 
didn't want to do any work and have made it difficult for 
other people to do any work at times.
In overall terms would you say that the enterprise has 
been a success?
On all three occasions its been an enormous success. The 
conflicts have been wonderful in teaching and learning 
contexts. It provided an opportunity for a group that 
campaigned about healthy eating in respect to the 
products that were being sold in the vending machine.
They went all around the college and people had to 
justify their position related to the vending machine 
issue. We have had theft. We have had numerous rotas to 
try and find out why their colleagues weren't pulling
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their weight. We have had managers who have been 
incompetent. We have had managers who have been so 
competent they have done all the work. For what we are 
using it for, I think that its a marvellous vehicle 
because it contains so many things you can do. And also, 
it's flexible. You can adapt it, chop it and change it, 
to suite the needs of the kids you are working with.
From the teachers' point of view its got the flexibility 
to do the thing you want to do.
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APPENDIX 8
The correlation between the response given by students in the 
questionnaire compared with their results in the same 
questionnaire given one month later.
(n = 25)
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sample (n = 25)
QUESTION CORELATION CO. SIGNIFICANCE VALUE
A1 .9381 P - .000
A2 .8125 P = .000
A3 .6414 P = .001
A4 .5307 P - .006
A5 .9784 P * .000
A6 .8082 P = .000
A7 .8650 P * .000
A8 .6516 P = .000
A9 .7978 P = .000
A10 .9349 P = .000
All 1.000 P « .000
A12 .9432 P = .000
A13 1.000 P = .000
A14 .6893 P = .000
A15 .9349 P = .000
A16 .4588 P = .021
A17 .6830 P * .000
A18 .8299 P = .000
A19 .7055 P = .000
A20 .8942 P = .000
A21 .7343 P * .000
A22 .6229 P - .001
A23 .9577 P * .000
A24 .9474 P = .000
A25 .9647 P = .000
A26 .9476 P * .000
A27 .9368 P = .000
A28 .8543 P = .000
A29 .8660 P = .000
A30 .6588 P = .000
A31 .8975 P = .000
A3 2 .9539 P = .000
A3 3 .9327 P = .000
A3 4 .9487 P = .000
A3 5 .9402 P = .000
A3 6 .8289 P = .000
A3 7 .6614 P = .000
A3 8 .5401 P = .005
A3 9 .8445 P = .000
A40 .5350 P = .006
A41 .8845 P * .000
A42 .8292 P « .000
A43 .5295 P = .000
A44 .7889 P = .000
A45 .6328 P » .000
A46 1.000 P ** .000
A47 .8490 P « .000
A47 .5206 P « .008
A49 .9798 P - .000
A50 .7706 P * .000
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QUESTION CORELATION CO. SIGNIFICANCE VALUE
B1A 1.000 P = .000
BIB 1.000 P * .000
B1C 1.000 P = .000
B2D 1.000 P = .000
B2A 1.000 P = .000
B2B 1.000 P = .000
B2C 1.000 P = .000
B3D .8305 P = .000
B3A 1.000 P = .000
B3B .9693 P = .000
B3C .9768 P «= .000
B3D .8113 P = .000
B4A .8997 P = .000
B4B .9325 P * .000
B4C 1.000 P « .000
B4D 1.000 P = .000
B5A 1.000 P = .000
B5B 1.000 P - .000
B5C 1.000 P - .000
B5D .9280 P * .000
B6A .9677 P = .000
B6B .8107 P = .000
B6C .9773 P * .000
B6D .9786 P = .000
B7A .9702 P - .000
B7B 1.000 P « .000
B7C 1.000 P = .000
B7D 1.000 P - .000
B8A .9158 P = .000
B8B .9264 P = .000
B8C 1.000 P = .000
B8D 1.000 P * .000
B9A .9693 P = .000
B9B .8281 P = .000
B9C .8628 P - .000
B9D .9704 P = .000
B10A .9580 P = .000
B10B .9707 P = .000
B10C .9813 P = .000
B10D 1.000 P * .000
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QUESTION CORELATION CO. SIGNIFICANCE VALUE
B11A 1.000 P = .000
B11B 1.000 P = .000
B11C 1.000 P = .000
B U D 1.000 P = .000
B12A 1.000 P =* .000
B12B 1.000 P - .000
B12C 1.000 P = .000
B12D 1.000 P = .000
B13A 1.000 P = .000
B13B .9755 P = .000
B13C .8166 P = .000
B13D .9801 P = .000
B14A 1.000 P = .000
B14B 1.000 P = .000
B14C 1.000 P = .000
B14D .9778 P = .000
B15A 1.000 P = .000
B15B 1.000 P = .000
B15C 1.000 P = .000
B15D 1.000 P = .000
B16A 1.000 P * .000
B16B 1.000 P = .000
B16C 1.000 P = .000
B16D .9849 P = .000
B17A .9635 P = .000
B17B 1.000 P = .000
B17C 1.000 P = .000
B17D 1.000 P = .000
B18A 1.000 P = .000
B18B .9798 P = .000
B18C .9715 P = .000
B18D 1.000 P = .000
B19A .8635 P = .000
B19B 1.000 P * .000
B19C 1.000 P = .000
B19D .8754 P ® .000
B20A 1.000 P = .000
B20B 1.000 P = .000
B20C 1.000 P = .000
B20D 1.000 P * .000
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APPENDIX 9
1. KNOWLEDGE of Accounts & Company Finance/Keeping financial records)
2. Resource Management SKILLS
3. KNOWLEDGE of the banking system
4. Communication SKILLS
5. Self Commitment (ATTITUDE)
6. Self Confidence {ATTITUDE)
7. Self Discipline - Lack of Direct Supervision (ATTITUDE/SKILLS)
8. FLexibility (ATTITUDE)
9. Honest/Integrity/Loyalty (ATTITUDE/VALUES)
10. KNOWLEDGE of the markets
11. Manufacturing Methods (SKILLS/KNOWLEDGE)
12. Sales Techniques (SKILLS/KNOWLEDGE)
13. Motivation (ATTITUDE/VALUE)
14 Meetings - Participating in Corporate Action(s) (SKILLS/ATTITUDES)
15. Leadership/Negotiating/Delegation/Organisational/Personnel SKILLS
16. Planning (SKILLS)
17. Teamwork vs. Working for, or by, Oneself (ATTITUDE)
18. Initiative (ATTITUDE)
19. Problem Solving SKILLS
20. Decision Making SKILLS
21. Pricing of Goods and Services (KNOWLEDGE)
22. Being able to Cope with Failure (ATTITUDE)
23. Understanding the need for Quality Control (ATTITUDE/KNOWLEDGE)
24. Knowledge of Employees Rights/the Place of Trade Unions (KNOWLEDGE/ATTITUDE)
25. Appreciation of the Needs of Others (ATTITUDE)
26. Developing New Ideas (ATTITUDE/SKILLS/KNOWLEDGE)
27. KNOWLEDGE of Competitive Forces in Enterprise
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APPENDIX 9 (part 2)
QUESTIONS WHICH FORMULATED CLUSTERS OF RESPONSES
(Number as specified in previous page)
1 Questions Matched Questions Matched\ in Part ’A’ in Part ’B’
1. 32 13,15,19.
2. 14 8,10,11,17.
3. 13, 15,19, 20.
4. 3,7,10,14,16,17,19,29,38,43. 6.
5. 2,5,11,18,30,34,44,46.
6. 1,12,16,19,24,25,27,31,37,40. 3
7. 11,21,28,30,31,49.
8. 1,24,26,31,47.
9. 3,11,46. 1,2.
10. 33,48. 4,8,20.
11. 9,23,44. 9
12. 36. 4,8,14,17,18.
13. 1,2,5,12,18,28,30,36,49.
14. 7,14,17,22,35,43,38, 5,6.
15. 1,7,17,19,20,21,29,36,39,40. 5,6,12.
16. 9,32,14. 7,20.
17. 1,6,8,10,15,25,35,37,43, 5,6.
18. 18,28,30,44,47. 11.
19. 26,30,34,37,47. 7,11.
20. 10,12,32. 5,6,7.
21. 4,8,9,10,18.
22. 10,12,42. 18.
23. 5,12,41,42. 17.
24. 7,13,38. 1,2,6,12.
25. 1,8,10,13,14,17,20,35,43. 2,5,6,12.
26. 34,35. 7.
27. 36 4,8,10,14,18,20.
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